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ABSTRACT
This study is a social analysis of the historical conditions 
of the emergence of the Algerian intellectual elite. It 
attempts to trace and document the cultural components of two 
distinct educational systems, namely, the colonial and 
traditional schooling systems that existed in colonial Algeria. 
Class analysis is traced in the light of cultural and 
sociological factors in order to reveal the cultural revival 
that has long been neglected when studied from a marxist 
perspective.
The method of analysis can be described as historical, 
analytical and interpretive. Sources of data are largely 
original English and French works, sometimes translations from 
Arabic and governmental documents. Further, the survey consists 
of a case study in an urban area, as well as interviews with 
education officials at the Ministry.
This study concludes with a theoretical analysis of the process 
of the Algerian model of modernisation and the numerous 
policies of investment in human capital so as to meet the needs 
of the country in terms of manpower. In addition. it attempts 
to reveal the structure of the intellectual stratum through the 
new system of education introduced in 1976 through Fundamental 
school (1) as well as the social origin of students and the 
factors affecting their careers in the different branches of 
studies.
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INTRODUCTION
The sphere of educational studies has been actively and 
expertly investigated in the last decades. Researchers in 
various sciences are making of education a controversial 
subject, upon which it is quite difficult, if not impossible, 
to agree upon a common definition of term education. In order 
to encompass the meaning of that concept it has been dealt 
with in the context of social investigation and scientific
research. The central focus of these studies tends to cover 
six interrelated topics in the field of education. In other 
words, education is basically concerned with the individual, 
either in the process of socialisation as a starting point in 
his education, or in the process of academic teaching.
As a matter of fact, the outcomes of educational research can 
be classified in the following brief points :
a) study of one's abilities, b) investment in human capital 
through education, c) improvement of social status or upward 
mobility, d) gender and education, e) education and class
structure, f) methods of teaching or academic pedagogy.
Each outcome or topic has been viewed from numerous angles, 
resulting in an enormous academic investigation and a 
controversial amount of literature where ' (...) the history of 
education (...) has opened new perspectives in a field 
historians had long ignored'(Talbott:1971:133). Hence forth, a 
subject like ‘social o rigin’ or 'origin and destination' in
education is becoming of special interest and a topic of many
2specialists, illustrated by the work undertaken by sociologists 
like : Boudon, Bourdieu, Halsey, Gerard, Levy, Merille.
These studies have developed a socio-cultural perspective to
study the trajectory of a student population through cultural
variables, and consequently classify the different strata in the(1)socio-professional 'nomenclature'
As far as the present study is concerned, it deals with the 
concept of education in a developing country, namely,. Algeria, 
that lacks this kind of sociological research. As a matter of 
fact studies about Algeria have concentrated upon some specific 
points such as state building, industrialisation, agrarian 
reform, history etc... . But only sporadic attempts have been 
devoted to education, its contribution to modernisation and 
social change, as well as its role in stratification. What is 
more, is the fact that the former studies dealing with the 
specific features of Algerian society tend to utilise the 
marxist theory for analysis and interpretation. As a result the 
cultural revival is often neglected and consequently. the 
revolution of independence is attributed to purely 
materialistic elements rather than cultural factors, such as 
religion, i.e Islam.
Indeed Gallisot reveals, the difficulties when approaching
Algerian society in terms of Marxist theory. To quote him : 
'Algeria is a test case for the marxist analysis'
(Gal 1isot; 1975 :418) . The author argues that any explanation
presented in the light of that theory 'must be inadequate' in
the case of a mus 1im country like Algeria whose form of
5
property and that of kinship had been maintained for thousand 
of years. Hence, he suggests, that an objective inquiry should 
take into account the specific aspects of Algerian society 
where collective forms of ownership and production are 'made up 
kinship ties and of more or less ethnic local and regional 
commitees from village to federation, from duwar to tribe (...) 
the best method is surely to put aside all pre-judgements and 
begin by making a social analysis ' (Gal 1isot: 1975 : 418) .
Another aspect of the previous studies, meriting particular 
attention is the overestimation of the term "State Capitalism" 
used to explain the process of the accumulation of capital. The 
use of such a concept can be a corollary of some misconceptions 
relating' to the Algerian economy. Indeed students must take 
great methodological care, if they are to apply this concept in 
studying Algeria. This sort of precaution is suggested by 
Glasman and Kremer whose initial interest was to investigate 
this notion in the economy. They conclude that :
'One must take great care of the "State Capitalism" 
notion. The ruling class in Algeria has not to exploit the 
working class to achieve the accumulation of capital [for 
industrial investment], the hydrocarbon resources are 
sufficient for this ’ (Glasman and K r e m e r : 1978 :148) .
In the same vein. Djeghloul argues that in performing a
sociological inquiry about a country like Algeria, a
methodological dichotomy must be made, a separation between
Western analysis and the peculiar aspects of a Muslim(2)country (Djeghloul (a) : 1986:15) .
4This study is designed to build on socio-historical insights 
and integrate them with the essence of the Algerian elite 
during the time of the revolution, with specific reference to 
some sociological factors :
i.e : socialisation, parental education, geographical origin,
social background etc... The purpose of this study is a social 
analysis which may contribute to understanding the structure of 
Algerian society from a sociological and cultural stand point.
Overall, this study attempts to trace the historical components 
of the emergence of the Algerian elite and document the 
cultural conflict that emerged from a dual system of education. 
On the one hand, colonial policies of education were intended 
for total alienation. On the other hand, local educational 
institutions, viewed as the counter institutions of those 
implemented by French officials whose basic interest was tax 
collection which fostered the employment of local families to 
collect the money inside rural areas. Thus, administrative and 
social stratification was impelled. (Vonsivers: 1979 : 681-684) . 
These colonial actions were encouraged by the local resistance 
that emerged against French officials and by population growth 
at that time (Vonsivers: 1984) .
With full attention given to the concept of education, the 
first chapter deals, briefly, with a literature review within 
the various sociological contexts; i.e.- functionalism, marxism, 
man power theory, etc.... This chapter, introduces the 
problematic work, and considers some methological points 
related to the analysis and the survey. Further, there is a
2
brief introduction to Algeria in terms of history, geography 
and the role of education in the economic milieus.
History and description of the Algerian social order as related
by Ibn Khaldun in his outstanding multi-disciplinary analysis
(3) about medieval North Africa, and the dislocation of the
social order by the French presence form the basis of the
second chapter which examines the cultural foundations of the
French system of education, and the cultural resistance, 
fostered by the imposition of foreign values and attitudes. T h e ' 
cultural resistance that is referred to, and led by the ‘Ulema* 
association must be documented, because it is the only medium 
that expresses the conflict which emerged from the combination 
of numerous factors, notably cultural parameters for which 
colonial schools were rejected by the majority of the people 
(Benabdi: 1980 :52) .
Chapter three is an interpretive analysis of the consequential 
events of the colonial policies in education. It shows the 
preliminary solutions undertaken by the leading class for 
national construction. The second section is a critical 
approach to the process of industrialisation, which seems to be 
the most dynamic feature that can effectively speed-up the
process of social change in terms of the distributive aspect 
(health, education), structural aspects (production of goods, 
services) and the aggregative features (stratification, 
homogeneity ..,). Above all, this chapter covers a period of 
twenty years during which Algeria has utilised its energy 
resources to develop a wide range of products and through which
observers expected a steady revival of both the administrative 
and the industrial infrastructures (Martinez: 1976 : 62-63) , as 
well as the cultural one (Grandgui1laume: 1979 : 20-21) .
This literature is the frame work of a survey carried out at 
one Lycee during two academic terms. The long duration of the 
survey was partly due to the size of the sample, and partly to 
the time allowed for every student, as well as the numerous 
contacts with officials at the ministry of education.
Chapter four presents the field of the survey. namely, the 
Lycee Mixte Bouattoura which can be taken as prototype of the 
structure of the Algerian educational institutions. This 
chapter describes the administrative structure of the lycee and 
its teaching facilities with regard to ;
a) pedagogic unity, b) basic pedagogic instrument, c) thematic 
teaching, d) scientific m e t h o d s , (Martinez : 1976 :61-64) .
In other words. the educative function is ensured through an 
ensemble of institutions and educational structures known as a 
system which is centrally planned and organised so that the 
multifarious functions -within an academic milieu- can be 
performed efficiently. Moreover. this chapter analyses the 
distribution of the students with specific reference to gender, 
and sections of studies as well as the social characteristics 
of the sample.
In order to give sociological meaning to the concept of 
equality in education a whole section is devoted to this 
(chapter 5). Through this analysis. it is hoped to reveal the 
factors that may affect one's career in specific section of
studies. Sociological studies have already demonstrated the 
selection operated by schools and universities, because the 
process of education does not present equal chances 
(Lucas : 1987 : 56) .
Regarding the importance of education in development and 
modernisation, the dialectical relation has been dealt with in 
order to discern the strategic importance of middle and higher 
level manpower and proceed to a sociological analysis of class 
structure and modernisation
It is often stated that the Algerian milieu does not encourage 
the education of girls. This kind of assumption or statement is 
explained by the rigid traditions that operate a systematic 
division of labour, as well as by religion. Hence, we must 
hasten to say that Islam is a religion of science and knowledge 
(Dia: 1975:117-162) . Indeed the holy Koran has repeatedly 
emphasised the place and significance of science. The very 
beginning 'Sourates' were revealed to the prophet of Islam as 
instructions to : "Read [Proclaim] in the name of your Lord".
Other Islamic instructions that encourage the guest of sciences 
are also contained in the traditions of the prophet Muhamed 
[Peace be upon h i m ] ; "The guest of knowledge is a duty for 
every muslim" "Ask for science, even in China".
This is the sociological context in which the study is 
designed so as to achieve a full examination of the historical 
conditions of the emergence of an intellectual stratum and 
trace its dynamics and its social position within the general 
context of the society.
Unlike the marxist perspective which has been heavily
criticised in the Algerian context (Devi 1 lers; 1984; 207) , thisofstudy presents a picture social stratification from a cultural (4)stand point . In other words, it attempts to analyse the 
historical, social and economic factors that fostered the 
emergence of conflict amongst the Algerian elites.
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CHAPTER ONE
SECTION ONE :
I OPERATIONALIZATION OF THE STUDY
1) Literature review or critical approach to education
2) Outline of the study
3) Assumptions
I Operationalization of the study
This section is designed to tackle three major topics of the 
research with regard to the theoretical framework of the study. 
Firstly, it summarises the important theories relating to 
education and its contribution to modernisation and 
development. Education has long been a fundamental topic in the 
work of sociologists, psychologists, educationists, economists 
etc..., because it has been seen as a source of emancipation 
with respect to many issues: i.e moral, intellectual, social,
economic etc. Moreover, it is considered as the effective 
medium through which a society can organise its resources and 
modernise (Khoi: 1967 :352-395) .
Second, a broad outline of the present study will be presented. 
The notion of education in Algeria, its planning and the 
investment in human capital, relating the educational issues to 
development and industrialisation.
Finally, the questions related to the methodology utilised in 
the study will be dealt with as far as historical facts and the 
practical features of the survey are concerned, in order to 
express in either sense the assumptions formulated throughout 
the operationalization of the study.
1 ”) Literature review or critical approach to education
Education is being widely investigated and there is no common 
definition relating specifically to education. However, it 
might be advanced that discussions about education, debate five 
fundamental headings closely connected to the importance and
10
the role of education. These are :
a) methods of teaching, b) contribution of education to the 
improvement of intellectual aptitudes and faculties, as well 
as technical skills, c) contribution of education to 
modernisation, d) improvement of social status through 
educational openings and personal outlooks, e) social
reproduction and the distribution of knowledge.
These views have been developed through pioneering books and 
articles. Historians of education tend to attribute the merit 
of the foundation of the sociology of education to the French 
sociologist Durkheim. Whatever, the role played by this 
sociologist, one has to consider the original socio-historical 
thoughts of the medieval thinker, Ibn Khaldun. Indeed, he 
formulated in the 14th century a series of scientific thoughts 
according to which he argued that there are two basic ways of 
the transmission of knowledge in any society : i.e Verbal and
Written Communication (Ibn K h a l d u n .-1958: V2 :429) . He, then, made 
a series of observations criticising the ineffective methods of 
teaching at that time in the Maghreb and formulating several 
ways of effective teaching (Ibn Khaldun : 1 9 5 8 ;V3: 285-295) .
Contemporary studies about this controversial subject are often 
related to four major frameworks of reference, different in 
their methods but which acknowledge the very important role of 
education in societies, whatever level of development they 
have achieved.
First the functionalist perspective emphasises the influence of 
society upon coming generations. In other words, this theory
II
relates the organised process of education to the economy and 
sociological patterns as well as to pedagogy 'regarded as 
necessary for the survival of the society' (Burgess : 1986 :12) .
A comprehensive exposition of the marxist theory of education 
seems to be very difficult without understanding the general 
context of marxism. The intention is to give a brief summary of 
the fundamental approaches to education. In this sense, marxist 
students consider the content of education as reflecting the
larger economic sphere and relate it to the class structure,
the economy, work and alienation. Hence, the marxist definition 
may be communicated in the following terms:
'Education is a mode of production involving pupils and
teachers and knowledge in both private property and
cultural 'capital'. Schools are factories'. 
(Sarup:1978:129)
Third, the theory of human capital investment argues for a 
strong relationship between development and the rational 
utilisation of manpower. In effect, it argues that in the 
course of development, a strategy of development of the 
existing human resources is sorely needed and must be the 
preliminary procedure (Harbison and Myers : 1964:17-21) . Such a 
strategy ensures that a society can 'achieve the best possible 
utilisation of limited resources'. (Harbison and Myers : 1964: 20)
Finally, the theory of socio-cultural reproduction, which is 
best illustrated in the work of Bourdieu, sees education as a 
constant social competition to achieve the best social status, 
involving various sociological parameters, such as the family's
12
social position, the individual relationship to cultural 
capital etc. Proponents of this perspective stress the process 
of social stratification operated by education according to 
inequality of life chances. Moreover, they establish a 
relationship between upward social mobility and social 
background (Boudon: 1973 :4-12) (Bourdieu: 1979 (b) ;3-6) .
In general, education is viewed as the ‘whole process of
bringing persons up and is usually, though not necessarily, 
used in respect of the young. (...) More widely, it refers to 
the education of persons at all stages of the life cycle; more
narrowly, to refer to that part of bringing-up that occurs in
formal institutions, and is more accurately termed 'schooling' 
(Mann:1985:105).
It is quite clear from these quotations that education performs 
two basic functions which involve other factors, directly 
related to the type of education: i.e beliefs, values,
attitudes, because it is 'assumed that human behaviour is
social' (Patten:1971:16) .
Like many sociological concepts, education as we have seen has 
no universally shared definition. Thus, it is not surprising 
that various definitions introduce different parameters to 
encompass its meaning, according to the theme studied, such as 
sociological, psychological, economic, political. Since, it is 
not the intention to present the different outcomes of the 
theoretical work regarding education, it is useful to mention 
that specialists agree that it fulfils important functions, 
summarised in the following points :
15
a) The cultural function: This is the basic outcome of 
education, as it is the transmitting of knowledge from one 
generation to another. It is also the vehicle through which 
values, attitudes, skills and cultural guidelines are passed 
o n .
b) The social function: Education is partly defined as the 
process of socialisation by which individuals are integrated 
into the social system. By the same token, they are 
differentiated in the social ladder.
c) The economic function: This role is being largely considered 
by theorists, especially those concerned with the theory of 
human investment. In this respect, education is viewed as the 
practical instrument involved in production and productivity 
(Fournier and Questiaux: 1980 :805-806) .
The current important function of education is that of the
preparation of the young to undertake suitable jobs with 
adequate qualification, and to perfect their skills and 'savoir 
faire' in the industrial milieu (Harbison:1973:53-55). This 
statement leads to considering education as an industry itself 
from two different stand points :
a) On the one hand, it provides people with industrial
requirements, such as technical ability and skills, basic
qualification to perform whatever action, and
b) on the other hand, the technical aspects of education are 
acquired through a specific process of learning which involves 
the various features of a materialistic production. Thus 
educat ed people are, sometimes viewed as the product of
school -
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Other scholars consider education a crucial element in social 
stratification. That is to say, not only is education a means 
of acquiring societal values, attitudes and culture but it is 
also a token that places people on the social ladder with 
differences in class, status and power (Calvert : 1982:95-115) .
This aspect of education has become of fundamental concern to 
sociologists. They tend to approach it from the conflictuel
stand point, which leads to fundamental differences with
\
respect to social status "which will be applied to a typically 
effective claim to positive or negative privilege with respect 
to social prestige so far as it rests on one or more of the 
following bases: (a) mode of living, (b) a form of process of
education which may consist in empirical or rational training 
and the acquisition of the corresponding mode of life or (c) on 
the prestige of both, or of an occupation" (Weber as quoted in 
Calvert;1982:98).
From these quotations it appears that this perspective of study 
tends to acknowledge the great role played by education, 
resulting in threefold social differentiation; class, status 
and power. Thus, education has an impact upon the process of 
schooling where the social background of an individual is 
heavily involved (Kelsall, Kelsall and CheshoIm:1984:82-83) . 
This perspective has long been the fundamental concern of the 
French sociologist Bourdieu who concentrated on cultural and 
social reproduction through the actions of education and its 
process. In his book 'The Inheritors' with Passeron; they state 
quite categorically that class and status are tokens of
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differentiation in the schooling milieu. To quote them :
'Differing through a whole set of predispositions and 
prior knowledge they [students] owe to their
backgrounds, students are only formally equal in 
their acquisition of high culture. They are
separated not by divergences which, each time, 
distinguish statistical categories differing in a 
different respect and for different reasons, but by 
systems of cultural features which (...) they share 
in part with their class of origin' (Bourdieu and 
Passeron: 1979 : 21) .
With respect to Algeria the theory of human investment will be 
applied because it best illustrates the different stages of 
development with reference to industry and agriculture. This 
view stresses the impact of education on modernisation. Above
all, it is argued that well planned development must integrate
the existing resources and 'must be directed towards a just and 
equitable social order' (Clarke : 1985 : 64) .
Clarke put forward some key concepts from which development can 
be achieved through their own achievement. In a way, it is a 
dialectical situation because if one of the 'basic needs, 
self-reliance and public participation' is not attained, 
development remains incomplete (Clarke : 1985 :62) , because the 
major objective of development is economic growth. Thus, 
development must involve many integrated factors and education 
must be exploited for the best possible integration, as 
economic growth is met by effective education established for
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educating the people, undergoing social change and organising 
resources.
For these reasons secondary education is the intermediary 
between organisation, planning and economic growth, because it 
prepares students for technical and professional activities. In 
effect, Harbison, considers secondary and post-secondary 
education as the genuine way to evaluate the degree of
development achieved (Harbison: 1973:57-58) , given the 
commitment of such a strategy to the 'mobilisation of all 
local-level resources and facilities' (Halak: 1983 : 323) .
2) Outline of the study
As a newly emerging nation-state, Algeria presents a spatial 
area for sociological studies. Thus, literature about Algeria 
has been rapidly increasing covering various areas of the
socio-political life, describing the economic situation and 
predicting future transformations. However, it has been
commonplace for many previous studies to investigate the 
sociological features through the marxist framework which 
assumes a constant conflict between the ruling class and the 
working class. For instance, Madi views Algeria through the 
organisation of industrial entreprises and considers that any 
form of worker's resistance is against the ruling class
(Madi:1981:343-376).
This is an exagerated statement, because firstly, it neglects 
the very specific context of industrial conflicts, and secondly 
it does not reveal the workers' cultural and professional
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backgrounds. In effect, the author estimates that an Algerian 
worker has not the necessary 'industrial traditions' to be 
involved in industrial work. Such a statement is odd when there 
is evidence of the large number of Algerians working in France, 
and to demonstrate that an ordinary Algerian worker may
contribute in industrial maintenance after some months of 
experience. Indeed, in a study about industrial adaptation, it 
has been revealed that workers from rural areas are able to 
point out any break down and undertake repairs if authorised 
(Benlakhal and a l : 1983 : 72— 73 and 98—99).
Above all, writes Hermassi 'an objective analysis, of the paths 
of development among new nations can not be accomplished solely 
by applying either liberal or marxist criteria (...). The new 
nations (...) represent very different kinds of social and 
cultural structure in which the accumulation of tasks, the
structure of dependency, the involution of the economy, and
most importantly the historical failure of the bourgeoisie and 
the correlative weakness of the proletariat preclude 
application of either clear cut liberal or marxist positions' 
(Hermassi: 1972 :6) .
Such studies do reveal the materialistic conditions of the
emergence of classes according to the appropriation of the
means of production, illustrated by the work of Benhouria 
(1980) and Lazreg (1975). In these studies for instance, 
emphasis is put on the very economic features of class 
structure, relating each class to its relationship to the means 
of production. In addition, it is argued that studies about
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Algeria tend to concentrate upon rural sociological studies 
neglecting subjects relevant to development, such as education 
(Peneff; 1981 : Introduction) .
Henceforth, the present study is designed to focus upon the 
emergence of the elite from a conflictuel stand point i.e : 
socialisation, education, social background, family position 
and the like. Moreover, it attempts to clarify the conditions 
of social reproduction with specific reference to education in 
order to evaluate the importance of social origins in this 
m a t t e r .
Furthermore, the cultural conflict that has arisen from 
colonial policies in education has not been investigated in 
conflictuel terms. That is to say, the changes brought in 
psychological and mental attitudes' through the acquirement of 
French education, resulted in an 'appreciation and appraisal of 
values, which more often than not are in conflict with those of 
their own society' (Chejne : 1965 ; 461) . Little or no attention 
was paid to this specific cultural matter that was involved in 
the formation of the wartime Algerian elite. What characterised 
the colonial educational system was its intensive selective 
procedure. Indeed, students were selected on the basis of 
social criteria rather than intellectual qualifications 
(Ydroudj: 1984:15) . Moreover, the existence of three channels of 
studies, namely, maths, science and arts [Hereafter MN, SN, LN3 
was another obstacle to students' choices as the disciplines 
were often, if not always, imposed.
With the institutionalization of the 'Fundamental School', the
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Algerian educational system underwent very specific structural 
change with respect to its organisation, orientation and 
curriculum (Martinez: 1976 :58—60) . However, I hasten to say that 
the new educational system does not end the existence of social 
stratification, but minimises it because every student who can 
effectively prove his talents and put into practice his 
abilities may choose his own prospects. Above all, the 
fundamental school has been organised within such a structure 
to give all students equal chances during an equal duration, 
that lasts nine years. This is an innovation which avoids 
deschooling, since no student is permitted to leave school 
unless he achieves the whole period of the fundamental school.
The main themes of the present study are ;
a) an attempt to trace the historical background of Algeria
b) an analysis of the traditional order organised around the 
Khaldunian concept 'Assabia'; -an original concept translated 
by Bourdieu as 'Genealogie' (Bourdieu; 1974:87) and
c) a close documentation of the dislocation of this social 
order by foreign domination with respect to politics, economic 
and cultural patterns that gave birth to a divergent subelite 
in wartime Algeria. Moreover, what this study emphasises is the 
very selective colonial policy of education established for 
social stratification according to a prequisite social status.
Indeed, French officials designated local administrators for
tax collection. It is argued that through such functions the 
colonial agents enjoyed social advantages (Gendzier:1978:254). 
The inherited system of education has not been the object of
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close scrunity as have other subjects, such as the revolution 
of independence, industrialisation and political institutions. 
In the educational field researchers are motivated by some 
specific features i.e; arabisation of the environment, 
repartition of education according to sexes and the like. What 
they tend to loose sight of, is that a large majority of the 
current cadres and intellectuals are the output of French 
schools (Macrae : 1974:45) . Therefore, it seems relevant to 
highlight the selective device implemented for an elite 
socially sponsored to undertake higher education that opens up 
a wide range of opportunities for better paid jobs and enhances 
their social status (Glasman and Kremer:1978:173).
In the light of this brief outline, it is possible to show the 
conflict that existed in colonial Algeria and whose 
consequences are still apparent today. Reforms which are 
underway, reduce the degree of competition and consequently 
social stratification, but they do not eradicate it, since any 
system of education is a social reproduction process (Bourdieu 
and Passeron:1977:52) . Moreover, it is social position that 
defines the students' chances for graduation. For instance, it 
is very difficult for a working class person to educate all his 
children in a costly academic environment (Djaidir: 1986 :16) .
In order to go through these hypotheses, a survey will be 
carried out in a secondary 'Lycee' derived from the new reform. 
The survey concerns only first year student since they were 
oriented through the secondary channels, during the previous 
y e a r .
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3) Assumptions
In the framework of the brief outline emphasis has been placed 
upon education and its role in modernisation and social 
stratification. Education in Algeria is state controlled and 
consequently compulsory and universal for every child of school 
age. Thus, the initial assumption is closely related to the 
structure of the Algerian intellectual stratum with respect to 
education and that of the secondary level in particular. At 
this level another assumption might be advanced about the 
homogeneity of this stratum. That is to say, that it presents 
common characteristics with reference to the enrolment and 
social equality as well as educational opportunities that have 
been levelled for the masses, especially after the 
institutionalization of fundamental school.
It is further assumed that the structure of the schooling 
system at higher levels is specifically characterised, where 
students' choices are influenced on two basic points:
a) social influences exercised by the social background of the 
student and that in turn involves social reproduction,-
b) personal attributes which may shape one's prospects. These 
include, age, sex, attitudes and the like.
In order to be as analytically concise as possible, the focus 
here is on the sociological implications of class structure 
with reference to secondary education. Moreover, it focuses 
upon the urban structure of the intellectual stratum, since 
social differences are rooted in each area, urban and rural. 
For the purposes of representativeness, the study is to be
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compared with the single attempt made by Glasman and Kremer 
about education in Algeria whose findings are related to 
intellectual elite's structure (Glasman and K r e m e r : 1977 :176— 
188) .
CHAPTER ONE
SECTION TWO :
II METHODOLOGICAL CONSIDERATIONS:
1) Methodology
2) Orientation of analysis
3) Data collection
4) Questionnaire design
5) Organisation of the study\
a) Preliminary visit
b) Pilot work
c) Sample design
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Il METHODOLOGICAL CONSIDERATIONS
This section presents an investigation of the different stages 
of the survey, as well as the theoretical framework of the 
methodology pursued throughout the study. It also illustrates 
the various stages of the study's organisation and the eventual 
corrections of the instruments of the research that have been 
used, especially the questions and their wordings.
11 Methodology
The present study explores some historical facts relating to 
the French presence in the central part of the Maghreb. It 
gives a brief background to the French policies that help 
greatly in understanding the colonial model of social 
stratification. The model referred to here is the educational 
policy which contained the seeds of the emergence of elite 
conflict in wartime Algeria.
In order to encompass the historical details about the 
colonisation of Algeria and distinguish some subjective 
statements, the documentary technique was used for the purpose 
of historical tracing. This technique faces two major 
obstacles: 'establishing authenticity' and the 'availability of
documents' (Platt : 1981:31-37) . But it does enable students 
engaged in historical research to test the available documents 
and establish facts. Hence, such a technique can be an 
important procedure for finding out reliable sources and 
questioning their validity through concise and incisive 
verification.
The historical data contained in the study have been gathered
!eclectically since patterns of evidence were sought because |
there were some arguments involved in books that were related, 
more often, to subjectivity and passion. Moreover, history is 
an adequate field where such a technique may be used. In effect 
documentary research contributed to documenting the emergence 
of elites and the formation of subelites. Such a perspective of 
study gives the opportunity to establish proof and evidence and 
more importantly, may 'contain elements of the case study, 
whether because of shortage of broad data, or because of the 
intrinsic interest of some particular cases' (Platt:1981:55).
This is an explanatory study about development and
modernisation in Algeria with special reference to secondary 
education, whose limits may lie in the lack of 
representativeness of the sample on a national scale, but can 
be considered as a typical of urban schooling in Algeria, Given
the fact of the common structure of Algerian cities and their
sociological layout, it can present the referential framework 
through which urban schooling may be understood.
Clearly there are differences between urban and rural schooling 
with respect to the student population and its social
characteristics such as age, sex, family structure, parental 
occupations etc. Dufour's sociological inquiry in both areas 
has highlighted these differences (Dufour ; 1978:34-35) . And 
recent surveys tend to confirm the differential aspects. For 
instance, with reference to sex, Kennouche reveals that while 
only 16% of the boys are prevented from being educated for
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socio-cultural reasons in a rural area, there are 41% of girls
in parallel to that percentage (Kennouche; 1983:14 and 16).
Explanations vary from writer to writer, and yet they agree
upon the crucial role that tradition still plays especially in
rural groupings (Boutefnouchet:n,d:85). Stone shares this point
of view in his study about mobility in six Middle Eastern
countries, arguing that education tries to make a clear break
with tradition but 'the traditional ties will continue to(1)influence university students' (Stone : 19731: 2) .
Moreover, this study attempts to seize the qualitative aspects 
of school actors. Thus, it is designed to search the interior 
of the social structure of the secondary pupils and predict a 
projection of the coming intellectual stratum. Data of the 
social inquiry are from cross sectional samples chosen randomly 
from the numerous first level classes in Bouattoura Lycee set 
in the suburbs of Algiers. Because the study is restricted from 
a spatial point, it faces the challenge of representativeness 
and some sample bias related to the overall interpretation of 
the statistical records. Henceforth, a recombination of the 
data in percentage has to be made to make a meaningful 
comparison with Glasman's and Kermer's study. In this way, such 
limitations may be overcome and give the possibility of 
establishing a typical analysis of education in Algeria, at 
least in its urban aspect. This is not to say that this inquiry 
pretends to constitute a final synthesis of this matter.
2) Orientation of analysis
Theories of social stratification present an adequate frame 
within which this study can be operationalized and interpreted. 
These theories introduce sociological paradigms in the general 
process of analysis, every process contained in a specific 
network of interpretations so as to identify social differences 
and trace social mobility with reference to the theoretical or 
empirical paradigms.
In this respect one must refer to the work of French 
sociologists such as Bourdieu, Boudon and Passeron and the work 
of Halsey whose 'origins and destinations' is very relevant in 
this field. Their model of analysis assumes that every 
schooling system appears to be 'universalistic' characterised 
by popular and massive enrolment in education especially at the 
primary level and intermediate education. However, it points 
out that education becomes very selective at the secondary and 
higher level; consequently the system becomes
'particularistic'. That is to say, it operates a systematic 
intellectual stratification which in turn stratifies the 
students socially according to the level achieved (Bourdieu and 
Passeron; 1977:99— 102) .
Indeed, with Saint Martin Bourdieu has recently re-established 
the theory of social excellence in education. This theory 
identifies the different variables that influence the academic 
and social career of students, arguing that social differences 
are the logical result of social reproduction and the 
perpetuation of these references in the structure of the
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educational system maintain social differences In class
structure (Bourdieu and Saint Martin : 1987 : 37-38) . The basic
medium used in this theory to understand societies is based
upon the distribution of knowledge among social classes. For 
this, and in order to understand cultural capital, Bourdieu 
divides it into three different categories. When combined they 
make a whole unit which refers to a particular culture
monopolised by 'a privileged* group. Bourdieu argues that the 
cultural capital may take three different forms. Beforehand he 
states quite categorically that its notion has emerged as a 
hypothesis in order to distinguish the inequality of academic 
performance in educational systems. He estimates that such a
performance is closely linked to 'the specific profits' of the
cultural capital; that is to say that 'schooling success' is 
related to any state of the cultural capital. By such a
measurement Bourdieu insists on explaining the 'schooling
success' and 'the schooling failure' by the relation between 
students and the cultural capital. Therefore he neglects 
aptitudes, abilities and talents (Bourdieu:(b) 1979 ; 3) .
He refers to the different states of any cultural capital as :
a) Incorporated state, b) Objective state, and c)
Institutionalised state. On the first occasion Bourdieu
estimates that the cultural capital is well represented in the 
incorporated state because it is related to the general shape 
of culture and supposes incorporation and assimilation, and 
must be invested individually as it needs plenty of time.
Hence, it becomes an integrated part of "person", an "habitus".
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In other words, the incorporated capital is a singularity of a 
person in his biological physionomy and may be inherited from 
his parents. Its characteristics are that of dissimulation and 
invisibility as it makes the differences between the inherited 
cultural units and those innate in the person 
(Bourdieu:(b)1979 :4) . The objective form of cultural capital
distinguished in one situation. That is, this state must be
referred to in the fundamental state of the cultural capital, 
in its incorporated state. This condition has '• some 
materialistic supports which express the objective culture in 
various concrete products. Bourdieu refers to these products as 
being 'books, painting, monuments, e t c . ' . This form of capital 
may be transmitted in its total materialistic features
(Bourdieu:(b)1979:5) . Finally, the cultural capital takes
another form which is connected to the schooling title and the 
cultural capital. The institutionalised cultural capital is the 
key state to hold a conventional value whose characteristic is 
'constant' and permanent. Moreover, it is 'juridically 
guaranteed' under the control of the culture
(Bourdieu:(b)1979:5).
Above all, these characteristics play an important role in the 
particular case of inheritance, and consequently they have a 
constant influence upon the prospects of students, even if it 
is indirectly linked to the para-educational dimensions :
'Not only do the most privileged students derive from 
this background of origin habits, skills and 
attitudes which serve them directly in their
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scholastic tasks, but they also inherit from it 
knowledge and know-how, tastes, and a "good taste" 
whose scholastic profitability is no less certain for 
being indirect. "Extra-curriculum" culture (la 
culture "libre"), the implicit condition for academic 
success in certain disciplines, is very unequally 
distributed among students from different 
backgrounds, and inequality of income does not 
suffice to explain the disparities which we find. 
Cultural privilege is manifest when it is matter of 
familiarity .... (Bourdieu and P a s sseron: 1977:17)
Although this model has been typically applied to Western 
societies in their socio-cultural environment,
(Bourdieu:1974:67 and ff), it constitutes a reference for this 
study as it gives analytical insights to explain the variables 
effecting students' careers and future optional branches with 
respect to background, social status etc... However, one must 
not lose sight of the very traditional features, still 
important factors in the socio—psychological formation in the 
Algerian case.
An important indicator of the traditional traits is the 
existence of cultural differences in students' orientation 
between the Maghribi students and other students from western 
societies. In this respect Stone has rightly highlighted the 
influence of tradition that exists among Middle Eastern 
students in their academic orientation towards specific 
branches of higher education. Under the weight of such
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circumstances, he argues that the state and the educational 
authority have to intervene to instruct and orient students to 
the much needed studies. To quote a part of his argument:
'In the light of influence of tradition, governments 
in most Middle Eastern countries, and sometimes the 
universities themselves in association with 
institutes of higher education abroad, have attempted 
to change traditional views of acceptable academic 
pursuits to bring them into the line with the real or 
perceived needs of the country'(Stone:1973:9).
As a result of the traditional impact. Stone states 
categorically that the educational outputs of higher education 
will remain under the same influence as '(...), the 
values,ideas, and priorities one learns as a child are likely 
to remain important guidelines for decision making in 
adulthood, as is outright loyalty to family
interests' (Stone : 1973:12) .
Moreover, tradition operates a differential impact among the
student population with respect to sexes. That is to say, in
most Middle Eastern countries there is a general tendency for
girls to pursue 'feminist' studies such as teaching, medicine
etc... rather than 'male' branches. This is just a traditional
aspect of the division of labour within the community. Such a
division starts from the first social fabrics (families) which
are involved in maintaining sexual differences with respect to(2)education and ultimately to work (Tahon:1982:59—60). What is 
more, tradition is perceived by Algerian sociologists as the
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forceful instrument of social organisation and is always
hegemonic in every respect of both individual and collective
life. (Boutefnouchet. n.d:87— 102). The author explains the
relative involvement of Algerian women in the different
economic sectors as a result of the stereotyped idea that, 'a
woman is the guardian of the traditional values'
(Boutefnouchet.n .d :92). Henceforth, it is very important in the
study of Arab societies to take into account the specific
structure of those societies and avoid the standard model
applied in western societies. This methodological consideration(3)
has even been put aside by some Algerian students
3) Data Collection
Data contained in this study derive from French and English 
references written about Algeria. They also deal with the 
different theories of stratification, survey methods, etc...
These references may be classified into three sections.
a) Empirical data, concerning contemporary literature about 
sociological aspects of Algeria with respect to the different 
milieus of social, economic, political and religious life.
Within this category are books, articles, newspapers
periodicals, magazines and academic research, such as memoirs, 
dissertations...
b) Qualitative data gleaned through the survey and empirical 
references.
c) Official sources, have also been used in this study. They 
comprise official documents, educational regulations and 
projects of the reform as well as governmental publications.
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4) Questionnaire Design
It is often argued that the object of any sociological inquiry 
is the eventual response to a permanent question : i.e: Why ?
(Boudon;1973:31). This interrogation bred a tremendous 
literature produced by generations of sociologists and social 
scientists, concerning the methods of data collection in the 
course of social inquiry. Contents of the intellectual work 
yield information about the various tools of investigation, 
techniques of interviewing and the theories of data 
interpretation (Phillips:1966), (Fowler : 1984) , (Burgess : 1985) , 
(Pownen and Watts:1987). These are some references devoted to 
the understanding of surveys as mechanisms for sociological 
inquiry within any problematic situation. These studies have in 
common two fundamental conceptions: First, they emphasise the
necessity for a context of study within which concepts are 
built up and constructed and, second they suggest specific 
methods for specific subjects, to get an overall investigation 
because there are differences between political issues, health 
issues and educational issues. However, they normally operate 
in a compatible sense. That is, they all use survey methods for 
data collection to be interpreted as a result.
With all the literature that has been published about survey 
methods, the subject is not fully exhausted. Yet, there are 
some controversial areas upon which social scientists are not 
agreed upon. For instance, when is the best moment to use 
questionnaire, or to use mail questionnaire or merely face to 
face?. Nonetheless, there is a scientific consensus about the
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importance of a survey for, it is an adequate 'form of planned 
collection of data for the purpose of description or prediction 
as a guide to action or for the purpose of analysing the 
relation between variables...' (Oppenheim:1961:1) . During the 
stage of gleaning data it is always recommended to follow 
certain methodological procedures (Marsh: 1982:18) .
Other scholars considers social inquiry as 'conversations with 
purposes' (Bighman and Moore in Bradburn and Seghmour: 1983:4). 
They refer simply to interviews which differ from normal 
conversation between two or more people by having a central 
focus and are purposely built to investigate a specific matter 
and consequently, they help researchers to collect the data 
they need for their inquiry (Bradburn and Seghmour: 1983:4-5),
For Wiseman and Aron, interviews are viewed beyond this 
utilitarian aspect, since they consider them as an 'explanatory 
tool' for both the layman and the social researcher. 
Differences between the two usages may lie in the fact that for 
any sociological inquiry, the researcher has to organise and 
schedule his interviews according to the outline of his 
research: Moreover, sociological work involves more duties
after the interviews: i.e: recording, coding, analysing and
interpreting the data. Hence, an Interview is defined as being 
'a way to get detailed descriptions or even explanations of 
certain type of social behaviour' (Wiseman and Aron : 1972:42) .
In this study, the questionnaire constitutes the major tool 
used because variables of interpretations cannot be seized by 
other techniques. Thus, a schedule was constructed for asking
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questions about the following points :
a) Characteristics of the sample such as age, sex, branch of 
studies e t c ...
b) Sample's family characteristics: size of the family, 
siblings studies or w o r k , parental occupations and the like...
c) General data about the sample like expectation for future 
prospects, individual orientation about education, leisure time 
e t c . .
An initial contact with the actors has revealed the weakness of 
some questions. For instance, it was quite impossible for some 
of them to give the exact occupation of their parents. 
Therefore, it was decided to Involve their parents by sending 
them a memo where they could describe the missing data. This 
alternative of testing the validity of some questions during 
the pilot survey contributed to maximising the students 
participation through a direct interview which is known in 
educational research by an "account interview" where students 
can recall an 'event and its context' (Pownne and Watts : 1987:5) 
in connection with the general theme of the inquiry.
5) Organisation of Study
Like all social inquiries, this study has been organised in 
such a way to meet the methodological rules with which 
researchers have to comply. The Lycee has been chosen randomly 
from a list of existing lycees in Algiers. The list was 
provided by the Ministry of Education. The ministry's officials 
provided the researcher with a formal letter directed to the 
headmasters of the institution in order to ease his work and
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give him any research facilities especially statistical records 
etc... Prior to the interviewing tasks there were two major 
stages completed so as to establish a final schedule for the 
interviews.
a) Pi lot survey
The questionnaire was piloted and tested before 25 final year 
students undergoing secondary education. 'Conversations' with 
these students were helpful, as it was noticed that there were 
some missing values relating to the parental background. 
Another observation retained particular attention: Almost, all
students tended to reveal their occupations during free-time. 
Hence, the final questionnaire contains some questions relating 
to this specific point. Thus, the pilot survey was important 
for the present study as it has revealed the initial limits of 
the first questionnaire.
b)P r e 1iminary visit and f o rma1 introduction
Having completed that stage, the headmistress introduced the 
researcher to the sample under investigation in formal tone, to 
avoid any disturbances. Soon after, the meeting became less 
formal when students started to ask questions about the object 
and the outcomes of the study especially students in the Arts 
branch. Their interests may be explained by their future 
orientation which may be only in the social sciences.
An empty room was allocated for the researcher for individual 
interviewing and a time table was elaborated with the 
assistance of the educational auxiliaries so as not to disturb 
the course of the classes. Interviews were conducted during 
four working months. It was possible to achieve an average of
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three interviews per day excluding Thursdays and Fridays,
c) Samp le Design
Like the Lycee, the sample was chosen randomly. However, it 
excludes the second and final year of secondary education 
because the fundamental school is not applicable at these 
levels. Thus, all the number of the sample derives from the 
first secondary year whose structure is represented in the 
following table:
Table 1. Total number of students in the first level of 
secondary education according to gender and branches 
of studies.
BRANCH NUMBER BOYS GIRLS TOTAL
MATHS 
1-2 AND 3
38-39-33 27-20-11 11-19-22 110
SCIENCES 1-2-3 AND 4
44-42-
40-38 25-17 . 11-13 19-2529-25 164
LETTRES 1-2 3 AND 4 44-43-46
27-16-16 16-28-30 133
CHEMISTRY 1 AND 2
37-37 21-21 16-16 74
TOTAL 481 225 256 481
The sample is composed of one class from each branch of study. 
The way the sample was chosen is the same procedure for the 
Lycee. All the classes were separated in different hats in 
order to avoid any bias and to give to each one the same chance 
of being chosen and ultimately avoid having two classes from 
the same branch of study. Thus the degree of probability was 
not affected by this procedure of selection, which differs from
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the unrestricted random sampling, known by random sampling 
with replacement. In other words, the latter necessitates the 
replacement of the unit in the urn, whereas the 'lottery 
method' does not, especially if only one unit is needed in 
every branch. Such a method is known for its complete 
randomness and does not involve any 'human judgement' (Moser 
and Kalton;1985:80-82) . Hence, the final draws have constituted 
the following number according to each class;
Table 2. Total Number of the s ^ p l e .
Class Maths Science Lettres Chemistry Total
39 40 43 37 159
It is quite clear that from each section a whole class was 
chosen rather than members from every class. This is due to the 
sociological aspect of the inquiry: i.e : the social structure
of each class. As a result, it may be considered as a sample 
that contains the global characteristics of the whole classes 
of study. If the sample was composed of different groups from 
the remaining classes one might find difficulties to grasp the 
social situation and the analysis would have been different. 
Moreover, the intention was to grasp the social characteristics 
within each class, so as to illustrate differences and 
similarities.
CHAPTER ONE
SECTION THREE :
III PRESENTATION.
1) Geography
2) History
3) Educational structure
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III PRESENTATION
This is a brief introduction to Algeria with respect to three 
factors: geography, history and educational structure. It is
often wrongly conceived that Algeria, unlike its neighbouring
countries has been an integral part of France. This argument is 
unfounded in the light of history that gives insights about the 
chronologically important movements that swept over the central 
p'art of the Maghreb.
In addition, French were involved in Algeria as have other 
empires and dynasties. That is to say, it was competing for 
colonies with other Europeans powers, for different reasons.
1) Geography
It is said that the Arabic name of Algeria derives from EL- 
Djazair meaning literally ‘Islands' (Lawless : 1 9 8 0 :xv) . Situated 
in the central part of the Maghreb, the French termed the whole 
area North Africa to refer to its Maghreb colonies.
Algeria occupies the largest area in the region reaching some 
2,381,741 square Km. With this land surface it is the third 
largest country in Africa after Sudan and Zaire 
(Ente 11 is : 1986 : 2) and tenth in the world (Horne : 1977 :44) . Four- 
fifths of Algerian territory is desert, considered as one of 
the main obstacles the development of the Southern part of the 
country. Thus the state is committed to overcome any problem 
fostered by the desert. Commitment of the state has been 
centralised in the ‘Green b e l t ’ and 'transsaharian road' 
operations to involve this region in development plans and
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consequently minimise its geographical isolation. The latter 
operation went farther south to reach the two neighbouring 
countries of the south, namely Niger and Mali.
In addition, Algeria shares the same borders with Morocco,
Tunisia, Libya, Mauritania and Western Sahara, in the 
respective regions of West, East, South East and South West- 
North, it leads to the Mediterranean Sea on a lenghtly coastal 
line of 1200 Km. This line has always been the stake of. foreign 
domination since the earliest days as it links Africa with 
Europe. For instance, Phoeniciens considered it as a landing 
point for their expeditions towards Spain (Abunnasser; 1971:12) .
With respect to population, it was 9 million in 1960, 18
million in 1977 and 23 million in 1987 (Brisset:1987:13). Islam 
is the religion of the whole population and Arabic is the 
official language. Thus, there are no ethnics groups and only 
one linguistic group, that is the Kabyles, but it has no 
socio-political implication as they are integrated in the 
society, and consider themselves Algerians.
As for the climate, Algeria comprises three different climatic 
areas: Firstly, the coastal line which is characterised by a
Mediterranean type with warm winters and hot dry summers. 
Secondly, the Tell or 'les hauts plateaux', its zone is 
slightly saharian than the Mediterranean. Finally, the southern 
part has arid and, dry and very hot seasons throughout the
year. Rainfall does not exceed 130 m m  in this region. (4)
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Annaha
Saida
Hauts Plateaux Tebessa
M'slla
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Administrative Constitution of Algeria 1987
Each number corresponds to the code of the Willaya (District)
01. Adrar 25. Constantine
02. E c h e 11 if 26. Media
03. Laghouat 27. Mostaghanem
04. Oum-E1—Bouaghi 28. El-Msila
05. Batna 29. Mascara
06. Bej aia 30. Ouargla
07. Biskra 31. Oran
08. Bechar 32. El-Bayadh
09. Blida 33. 1 1 lizi
10. Bouira 34. Bordj-Bouarridj
11 . Taraenrasset 35. Boumerdes
12. Tebessa 36. E 1 -T arf
13. Tlemcen 37. Tindouf
14. Tiaret 38. TissemsiIt
15. Tizi—Ouzou 39. El-Quad
16. Algiers 40. Khenchela
17. Dj e If a 41. Souk-Ahras
18. Jijel 42. Tipaza
19. Setif 43. Mi la
20. Saida 44. Ain—E1-Defla
21. Sklkda 45 . El—Naama
22. Sidi-Be1-Abbas 46 . Ain Temouchent
23. Annaba 47. Ghardaia
24. GueIma 48. Re 1izane
42
2) History
From the earliest period, Algeria constituted a coveted 
geographical land for various dynasties and empires. Its 
history starts with the trading of Phoniciens on the Algerian 
ports used as a hyphen between the Maghreb and their 
establishments since the 12 th century B.C.
When Cartage was defeated in 146 B.C the Maurs, original 
inhabitants of Algeria, subititted to the Romans who annexed the 
whole region including current Tunisia and Morocco, and founded 
its province. Their rule was characterised by efficiency 
resulting in a highly developed life-style, efficacious 
political organisation and outstanding urban life, Roman ruins 
still testify to their long presence in many towns: Cherche 1,
Tipaza, Timgad and Dj ami la.
Vandals succeeded the Romans in Algeria 429-533. This short 
rule is explained by two fundamental facts: First, the Vandals
were unable 'to exert any real control over the Berbers' 
(Lawless : 1980 : XVI) . Second, the internal difficulties on which 
their state was based were never overcome. Moreover, it is 
argued that 'the Vandals had neither an advanced civilisation, 
nor great members with which [they were able] to dominate the 
area they ruled ' (Abun N a s e r : 1971:48) .
Following the decay of the Vandals empire, Byzantines 
conquered Algeria who in turn were ousted by Arabs in 647. In 
effect, under the leadership of Okba Ibn Nafa, Arabs defeated 
the Byzantine troops. Inspired by Islam; new religion, new
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culture, new language new traditions and new life-style were 
implemented and willingly embraced by the original inhabitants 
(Bouhali: 1976:43) . In this respect Lawless shares this opinion 
arguing that Islam was not imposed upon them 
(Lawless : 1980 : XVI) . According to one historian, the fact that 
the inhabitants came to Islam is due to the fact that the 
culture of Arabs is linked to a dynamic faith, which has many 
similarities to the culture of the non—Romanized tribes at that 
time (Abun Naser:1971:65).
Centuries after the peaceful Islamic reign, intermittent 
foreign coups dislocated the Arabic tribes until the 16 th 
Century that noticed a strong revival of Islam: 'Divergent
Arab—societies', notes Eick '(...) were recruited under the 
rule of the Ottomans of Western Turkey. The new ruling group, 
though not Arabic-speaking, was nevertheless of the same faith' 
(Eick:1965:25) .
For the order of the present study, consideration will be given 
to the Turkish period (1518-1830) with an emphasis on the 
socio-political activities since it was the starting point of 
the dislocation of the Algerian social order. Indeed, they 
ruled Algeria with a system that was easy to penetrate and 
which facilitated French dominance, because 'then the country 
lay nominally under a loose suzerainty of Turkish military 
rule' (Horne : 1977 : 28) . Moreover, the French period (1830-1962) 
will be the object of very close scrunity with respect to the 
policies of education and manpower investment.
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3) Educational Structure
Algeria has known two contrasting schooling systems, each one 
advocating different values and aiming at different objectives. 
The first one was developed and instructed by the traditional 
elite, Damis(1974), whereas the second was established by French
officials, who sought to educate the urban bourgeoisie and rule
through it Pervi1 le(1984) .
Examination and analysis of both systems are to be undertaken 
in the course of the general approach. Thus, it will be 
possible to contrast the two systems with respect to the 
structure of each system, its curriculum, the objectives of 
each system and the socio-political implications that resulted 
from the parallel developments.
There is a consensus among historians, observers and 
sociologists that in every colonial situation, policies of 
education are not to serve the cultural, nor the political
needs of the colonised. This sort of argument is often
concluded in the following terms:
‘The organisation of school in the colonies superficially 
resembled that of the Métropole. In fact, in most 
colonies metropolitan schools existed at least at the 
primary level (...). These metropolitan institutions, as 
in Kenya, Vietnam, Indonesia and Algeria, were designed 
to serve the children of the coloniser. They offered only 
one form of education. Metropolitan elite education ... 
(Albatch and Kelly:1978:6).
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For the present time, it is a question of the current
educational system in Algeria which is subject to profound 
reforms at different levels. Reforms started with the
introduction of Arabic in late 1962. Its universalization took 
place in the mid seventies through the Fundamental school in 
elementary and secondary education. It was prolonged to higher 
education in the 1980's. Such an operation is viewed as the 
'cultural vehicle* (Benabdi: 1980: 2) that would culturally link 
all the intellectual elite and ultimately avoid what Micaud
termed 'Biculturalism' that implies various socio-political 
implications (Micaud; 1974:92) . Henceforth, major changes 
occurred in the structure of the Algerian educational system
with the innovation of the Fundamental school which started 
with some pilot experiences in 1975-76. Evaluating its academic 
success and cultural uniformity, the authorities implanted it 
throughout the districts (Dufour : 1978:44) .
The former system inherited from the French era, was structured 
as shown inDiagram 1.
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Diagram 1. Structure of the Algerian educational system 
(1962-1976)
25 20 Higher Award
24 19 g f irst
23 . 18 s «(Q Higher Training degree
22 17 H1 institutes Award
21 16 §
CD
first
20 15 -3 S•H C Ü <D O -H^ §
degree
19" 14 education
18 13 Secondary
education
Eligibility Teacher trai­ Award
17 12 C(DÜ National ning institutes BAG (3)
16 11 Examination Vocational,
15 10 M Intermed- Eligibility technical and Award
14 9 iate 10/20 professional B.E.M (2)
13 8 ê education training
12 7 centres
11 6 Additional Year Award
10 5 iHoo
ÜCD
Primary National Primary
9 4 education competitive studies
8 3 examination certificate
7 2 16 1 0)iHw
5
4 Pre--elementary education
3 (Nursery)
T— C TT M. J  .1-, Movp.r
CDCo
0
CO
■•H
f-4oo•scn
2- B EM: Brevet d*Enseignement Moven
3- B A C; Baccalauréat
Notes :
ABSTRACT
(1) The 'Fundamental school' is the new system introduced by 
Algeria in 1976, it is a nine year period where students 
undertake the process without any eligibility exam as in the 
previous system.
Introduction
(1) Merilie's analysis gives a detailed approach about the 
various socio— professional classifications in the
'nomenclature' see : Merille (1983).
(2) Details about the characteristics of Algeria and its social 
order can be found in (Lacoste ; 1974:1-17) .
(3) See the English translation by Rozental.
(4) It seems that observers and theorists of the Third-world 
tend to consider the elite conflict and the struggle 
surrounding the emergence of leadership simple. Moreover, post- 
independence era is often viewed from a marxist perspective 
neglecting the cultural factors, involved in the structure of 
fractions. Thus, to apply such a perspective may be 
questionable for that, it neglect the cultural revival and does 
not consider the internal structure of Third—World countries.
Chapter one :
(1) Moreover tradition did have an impact upon the tendency of 
the formation of the Algerian elites see: (Hermassi:1973:207- 
224) and (Vatikiotis:1973:309-329).
(2) For very specific references about Algerian culture see 
Boutefnouchet(1982).
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(3) See Madi (1981).
(4) Details about climate, vegetation, population and 
geographical relief are to found in Isnaro (1966), Mountjoy and 
Embelton (1970).
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I . TURKISH PROTECTORATE VERSUS FRENCH COLONISATION
In the brief foregoing historical background, no mention has 
been made of the Spanish period in Algeria. The major reason is 
that, the Ottoman Empire was solicited to come to Algeria to 
dislodge them. Another reason lies in the fact that there was 
no important event during their presence. However, it is 
important to recall that by '1479 Isabe1 l a (. ..) and her husband 
Ferdinand of Aragon [Le Catholic] found the idea of the crusade 
ready at hand for rallying their people behind them' (Abun 
Nasser : 1971:159) . Henceforth, terming the expedition "the 
African crusade" (Andre Julien:1964:250-302), the Spanish King 
seized the important ports in Algeria and established his 
hegemony in political and military terms.
Those ports were a source of financial income for the Algerians 
and a source of fear and insecurity for Europeans sailors. For 
religious purposes, the expedition was also intended to end the 
privateering activities developed by Algerians along the 
lengthy coast of the Mediterranean sea, and ultimately secure 
the passing of European ships. In this context, the Spanish 
acted on behalf of European countries to free that strategic 
passage deemed necessary to other parts of the world.
At that time, Algeria, a 'municipal republic administrated by a
bourgeois oligarchy under the protection of Thaaliba* (a well
(1)known Arab tribe) (Andre Julian:1964:254), surrendered and
negotiated with the Spanish. As it was incapable of facing 
foreign coups, the oligarchy agreed to pay tribute for the new 
power in return for peace. The armed intervention of the tribe
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did not stop the Spanish intrusion into the most strategic 
points along the Algerian coast. Ultimately, the local people 
accepted the series of conditions set up unilaterally by the 
Spaniards In return for peaceful relations based upon the 
extraction of annual tribute and taxes.
Observers estimate that the acceptance of this conditional 
peace saved the Algerian from complete destruction and being 
exterminated by the catholic kings of the Spanish Kingdom. 
(Lacoste, Noushi and Prenant : 1960 :137-140) .
Meanwhile, a religious fervour had brought to birth an ardent 
revival of Islam on the other side of the Mediterranean sea by 
a non-Arab empire, linked by the same faith and by the same 
revelations. Algeria, profited from that opportunity and 
demanded officially military aid from the Ottoman Empire to put 
an end to the burdensome and increasing taxes, imposed by the 
Spanish domination over the whole country. Indeed, by 1518 two 
mus 1im renewed corsair brothers, namely, Aroudj and Kheir 
Eddine Barbaroussa, led a strong armada towards the principality 
of Algiers in order to free it from Spanish hands. The older 
(Aroudj) perished during the expedition and let his young 
brother successfully complete the rescue operation. According 
to an English historian, Kheir Eddine was a Christian and his 
name before embracing Islam was unknown (Morgan : 1731 ; 221) . He 
was able to level the force with the Spanish and defeat them by 
dislodging their army from the most strategic ports in Algeria 
which were at that time, Bejaia, Oran and Djidjelli (currently 
Jijel) as well as Algiers (Morgan : 1731:230— 231) . This was the
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starting point for Algeria to become a strong vassal of the
Ottoman Empire, through which it expanded its hegemony to the(2)
neighbouring states
Having achieved the military mission and feeling a need for 
more support in terms of material and soldiers so as to secure 
his position, Kheir Eddine requested help from the Turkish 
Sultan Selim after having informed him about the extreme 
importance that, Algeria may present with its strategic 
geographical layout. Thus, the Sultan sent a colossal army to 
reinforce the leader's position. It is estimated that the
former sent an army of 2,000 janissaries and 4,000 volunteers. 
In addition he rewarded Kheir Eddine by bestowing on him the 
title of Pasha Berler Bey (Ente 1 is : 1986 :19) .
Given all the requested assistance he needed, the corsair 
strengthened his position and gradually expanded his rule all 
over the country, putting away the intermittent Spanish coups. 
As a result Algiers became the regency of Algiers transformed 
to a strong and an influential platform for extending 
privateering activities 'that captured the imagination as
fearsome and vicious enemy' (Ente 1 is ; 1986 : 20) .
Initially, the Ottoman intervention in the central part of the 
Maghreb was intended to dislodge the Spaniards and consequently 
create a balance of power at sea. Nonetheless, the
interpretation given by the king's missionary changed this
tendency and went beyond the local expectations. Henceforth, it 
was impossible to leave the scene. On the contrary he 
established an administrative process through which Algeria was
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to be ruled and linked to the sublime porte (Istanbul). This 
kind of process was sufficient enough, to dominate peacefully 
the people judging by the fact that the Ottoman rule lasted in 
the country for over three centuries even after its pioneers
left Algiers in 1533 under a royal request to work for the
royal fleet (Ente 1 is : 1986 :19) .
1)Turkish administration versus French landing
It has been seen that Algeria was an independent \entity 
organised by tribal systems as described by the medieval 
sociologist Ibn Khaldun in his detailed and well documented 
'Muquadima' (Prolegomena) which is considered as a 'real 
encyclopaedia of sciences' (Lahbabl: 1968:14) . Even for the
present time, the work left by this "gifted" thinker 'contains 
some idea that mutuantis—mutandis, help to explain contemporary 
Algerian politics' (D. and M. Ottaway:1970:5).
The foundation of sociology is attributed to Auguste Comte who 
developed a sociological perspective for the study of societal 
aspects in their different forms. Despite, his contribution, 
one has to mention that prior to Comte and more precisely in 
the fourteenth century, I bn Khaldun started to write down his 
scientific thoughts that remained unknown by the west and 
ignored by the Arabs themselves. Hence, Professor Sarton 
considers that I bn Khaldun, 'came too late not only to be 
translated into Latin, and thus fall in the stream of western 
learning, he came too late even to be appreciated by his own 
people' (Sarton: 1951:92) . In effect, centuries before Comte, 
Ibn Khaldun (1332-1406) formulated the basis of a new
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independent science with its own concepts and methods which he(3)
termed 'IIm El Omran' . A study of his writings shows, that
he established a contrast between two types of social 
organisation that are the cause of social change.
Contrasting Badw and Hadar, Ibn Khaldun estimated that the
former is tough nomadic style, whereas Hadar means relative,
developed life in sedentary tribes. He singled out that the
emergence of dynasties and empires of the Maghreb were based
upon parental links and tribal connections and more
specifically blood relationship which he termed by an original(4)concept ''Assabiya*' . This forceful abstract mechanism
played a vital role in the rise and fall of the empires which 
swept over North Africa and which is an essential 
characteristic of the Berber life in the Maghreb. According to 
Lahbabi '(...) Assabiya does not exist in the rest of the 
Muslim world' (Lahbabi: 1968 :42) .
Explaining the dialectics of ''Assabiya'' the Ottaways consider 
it as the 'force that bound together the members of each tribe 
and gave some chiefs the power to impose their rule on other 
tribes and found empires. The allegiance of the tribal chief to 
the Sultan, however, was menaced by the strength of Assabiya 
within the tribes, since each tribe remained a distinct 
political entity resisting incorporation into a larger state. 
In order to survive, the Sultan needed to free himself from 
the dependence on the tribal chiefs by finding a more solid and 
lasting foundation for his rule; but the tenacious clannishness 
of the innumerable Berber tribes of North Africa inevitably
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prevailed and the empires fell apart' (D. & M. Ottaway: 1970:6) .
The contrast between the two previous patterns of life and the 
relative cohesion of blood mechanism, namely, Assabiya, in soft 
sedentary tribes leads to a highly developed form of social 
organisation which settles in urban areas, that is Hadar in the 
Khaldunian conception, and which is synonymous with medina or 
city, which itself was previously a rural organisation in its 
initial essence. The transformation from one form to another is 
completed after the achievement of the bare necessities linked 
to the process of change.
According to Ibn Khaldun, during the process of change there 
are a variety of situations in internal organisations, but it 
is 'followed by an increase of comfort and ease, which leads to 
formation of the most luxury customs. They [people of the 
medina] take the greatest pride in the preparation of food and 
fine cuisine, in the use of varied splendid clothes of silk and 
brocade and other (fine materials), in the construction of ever 
higher buildings and towers, in elaborate furnishings for the 
buildings and the most intensive cultivation of crafts in 
actuality. They build castles and mansions, provide them with 
running water...' (Ibn Khaldun : V .I : 1958 : 249-250) . This is
briefly the view of Ibn Khaldun about the social impact of
development in great urban areas in the medieval Maghreb. It is 
also his view about the rise of empire, but its fall has to be 
understood as the reverse process. In other words, for Ibn 
Khaldun the emergence of dominance is a natural necessity for
running the affairs of the community and guiding people for
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good living and civilisation In this sense, he estimated that 
the dominant leaders are few in comparison to the rest of the 
people, and that leadership is vested in the strongest group 
and the most powerful assabiya that transcends the others 
because, their relationship in terms of blood ties are superior 
in courage and it is this conscious feeling of superiority that 
guide them to dominate the others. To quote him:
'Leadership over people (...) must of necessity derive 
from group feeling that is superior to each individual 
group feeling. Each individual group feeling that becomes 
aware of the superiority of the group feeling of the 
leader is ready to obey and follow [that leader]' (Ibn
Khaldun:1958:VT.:269).
This gives a brief view about the wide Khaldunian theory of 
change and the specific way it occurred in medieval times. It 
also, concerns the political dialectics of the rise and fall of 
leadership. In this sense, it is important to note that 
whenever a new assabiya emerges within a powerful group, it 
incorporates the former one to constitute a bigger assabiya.
This process of substitution is perpetual and the duration of 
every assabiya is limited to its force. Therefore the theory of 
change in Ibn Khaldun's view is cyclical.
The Turkish protectorate in Algeria was characterised by
military rule of the Janissaries, known as 'O d j a k ', who were in 
constant conflict with the 'Taifa of R a i s ' . This conflict ended 
with a large victory of the latter who transformed the 
administrative system by electing a dey instead of Pasha so as
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to run the 'diwan'. Such a reverse may be understood in the 
light of Ibn Khaldun theory of leadership, that suggests the 
superiority of the Rais group feeling, the incorporation of the 
odj ak group and their submission into a new system or in 
Khaldunian terms; assabiya .
The addition of the Odjaks into the system or the maritime 
corporation meant a decline in the organisation by the end of 
the 18th century when the Janissaries became a self seeking 
group and developed into a self perpetuating hierarchy, 
unconscious about the security of the country's borders and 
unaware about the stability of the state, after having been 
devoted fighters for the Islamic realm, the symbol of the
empire expansion and a disciplined army with a reputation for 
obedience and loyalty. In addition, they were not only 
jeopardising the security of the state and the stability of 
power, they were also an added financial burden for 'Beit El- 
M a l ' (Lacoste, Noushi, and Prenant : 1960:144) . Moreover,
Deparadis estimated that this corps, namely, the Odjaks acted 
as 'a real brake for the building of a real nation'
(Deparadis; 1898 :122) .
Although, Algeria was divided into three different beyliks 
(provinces) - (which the French named later departments)— 
linked directly to the Dey in Dar-E1-Sultan, it did not come 
wholly under Turkish rule. These districts were the beylik of 
the Titari (centre) whose headquarters were in Medea, of the 
East in Constantine and of the West in Oran. This type of
administrative rule became 'effective only at tax-collection
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time when troops set out to visit Arah-Berber tribes to get the 
day's tribute.' (Lazreg:1975:41).
Danziger, has argued that the reason for the system's 
inefficiency may be found in the social organisation that 
prevailed at that time in the Algerian social order. Using a 
Khaldunian approach he described the Algerian social system in 
the following terms:
'(....) All the rural Algerians were grouped in tribes, 
fractions and clans, which took care of their political, 
economic and social needs. The tribes were sustained by a 
belief in blood relationship between the members and a 
sentiment of solidarity against outsiders'
(Danziger: 1974 : 36) .
Henceforth, the Algerian social order was in a way an obstacle 
for the Turk to penetrate into the tribes for collecting taxes 
and other payments. The necessity to create an administrative 
corps became urgent in order to impose taxes and collect them, 
as well as maintain law and order within the social units, 
especially those located in rural areas. This corps was to be 
used during the French presence and it benefited from some 
social privileges, such as improving its social position in the 
hierarchy, educating their children and being exempted from 
paying tributes and taxes etc . . .
In this period, the increasing number of that social group to 
which we refer as Caids, were used by the Turkish as spies 
every where to locate the exact placement of unconquered 
tribes. Some scholars estimated that this group was obliged to
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search the market around which life was organised, in order to 
extract the tribute from them (Danziger: 1974:54—55) , because 
'it is no exaggeration to say that the life of the tribe almost 
in its entirety happens in the m a r k e t ' (Doutte:1905:144).
In developing such measures for financial matters, the 
interrelation between Turkish and Algerians was 'based solely 
on two things; Obtaining the largest amount in taxes and other 
payments, and maintaining sufficient law and order to assure 
the undistributed collection of these taxes'
(Ente 1 is : 1986 :22) . The building of the new military corps 
became more complex after the fusion of the two belligerents 
and the admission of the 'Kouroughlis', which was in actual 
fact the first weakening point of the defensive line against 
outsiders, especially Frenchmen.
At that time. King Charles X undertook his "Christian 
expedition" for conquest and not for vengeance as argued by 
many historians and observers. This point is to be discussed in 
detail later. However, before mentioning the specific 
circumstances under which the French landing took place, it 
seems important to analyse the original type of economic 
organisation in the Algerian social order prior to the 
conquest.
It has been argued that this economic structure is the 'form of 
the social structure in the country [Algeria which] was 
determined by its specific mode of production with its original 
system of ownership' (Lazreg: 1975 :45) .
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In order to suit the capitalist interests, the colonial 
administration elaborated a dual enterprise for land 
appropriation which resulted in a massive appropriation of 
fertile land (Sari;1978). If, the appropriation and ownership 
of land during the Turkish presence was based solely upon 
administrative titles and military nominations, it was more 
formal during the French colonial system. In effect, two major 
juridical interpretations were introduced by law so as to 
achieve the process of land appropriation for the benefit of 
the colons: In the first instance, the colonial administration
identified the form of production as feudal when they needed a 
labour force. In the second instance, it was interpreted as 
being communal when it came to encourage the colon's 
settlement. In this sense, Lazreg insists on the fact that 
governmental laws, ordonances and decrees issued by the French 
administration had just one purpose: justification of land
appropriation (Lazreg: 1975 :45-16) , (Launay: 1963 :131-140) .
Despite what has been advanced there is a consensus among
historians, sociologists and economists about the form of
production and the type of ownership in Algeria based upon
three major fabrics namely,'Arsh', 'Melk' and 'Habous'. The
*
type of land is summarised as follows .
structure of land ownership in Algeria
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Type of land Mode of Production Observations
Arsh
Part of the tribal land 
recognised as the private property of the individual 
or family who works it.
CANNOT
BESOLD
Me Ik
Private properlV acquired by contract CAN BE SOLD BUT CUSTOM FORBIDS SELLING IT
Habous
Property donated to religious 
foundations or cultural 
'institutions
CANNOT 
BE SOLD
* (Lazreg: 1975 : 47) .
This is the same design found in specialists' analysis whose
views are shared to demonstrate the drastic measures of land
(5)appropriation
As far as the colonisation of Algeria is concerned, students of 
Algerian history advance a futile argument "as a pretext" to 
explain the French landing, making of it a historical 
necessity and consequently admit that Algeria was really an 
"integral part of France". Historical speculation may remain 
valid, so long as an analysis of the conditions of the colonial 
enterprise are not presented, even in historical notes and in 
chronological form.
Official diplomatic relations between Algeria and France began 
in 1564. In 1793 France contracted a financial debt after 
commercial exchanges, through two Jewish families, namely, 
Bakri and Bushnaq. Political change occurred in D ar-E1- S u Itan, 
the headquarters of the regency of Algiers. Hussein was elected
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at the Head of the regency as a Dey in 1818. Reputated for his 
impartiality and impetuosity, he solicited negotiations with 
the French monarchy to find a mutual solution for the debt. In 
1827 King Charles X, sent an official delegation headed by 
Pierre D u v a l . Those negotiations were the starting point of the 
political crisis. The French representative refused 
categorically to acknowledge the existence of the debt and 
subsequently there was no way to pay. The reigning Dey 
(Hussein) lost his temper and treated Duval as "a wicked, 
faithless, idol-worshipping rascal", and above all, tapped him 
with his fan (Mirwaha).
It is often argued that this diplomatic wrangle led to the 
conquest of Algeria. By doing so, historians tend to omit some 
political facts related to the conditional points of the 
conquest. Therefore, this argument must be totally refuted in 
the light of an objective analysis which gives the actual 
reasons that fostered the historical French landing.
Back in the 16th century, Napoleon had already coveted the
region by sending a renowed spy —Boutin— who established a
detailed plan for an eventual attack (Latai1 lade : 1984: 27) .
Moreover, Charles' X regime was declining in popularity and was
politically unsettled and unstable, so it was vital for the
King to gain mass support as it was only through glory that(6)his regime could be stabilised (Noushi, Lacoste,
Prenant : 1960 :195) . Henceforth, the preceding argument becomes 
untenable and historically invalid, because if one takes it as 
such the French expedition would have been a real necessity.
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We have also seen that the Algerian fleet was a source of 
jeopardy for European ships and that it captured the attention 
of Europe, but its force was weakened by internal conflict 
between the different constituting groups, which resulted in 
weakening the system through which Algeria was ruled 
(Danziger: 1974:68-69) .
To sum-up, the fact that the French undertook the well known
expedition was to achieve internal objectives in political
terms and to start establishing overseas colonies in North
(7)Africa
2) Resistance and nationalism: Abd-E1 Kader and the u n i o n :
Emerit, provides descriptive statement of the relationship 
between Algerians and Frenchmen:
'There is no spirit that had not singled out - in the time 
of the conquest, the impossible cohabitation between 
Algerians and Frenchmen' (Emerit: 1961:103) .
This statement shows that the Algerian resistance started with 
the French establishment. However, there is a widespread belief 
among historians, sociologists and students of Algerian 
politics, that Algerian nationalism originates after the 
participation of Algerians in the first world war and precisely 
in 1919 (Noushi: 1962 : 51-79) (Ente lis : 1986 : 35) . This view has 
been expressed in one single form and at various times. Thus, 
it seems necessary to document briefly the local resistance in 
the light of tribal or national uprisings which are the 
yardsticks that give the dates of Algerian nationalism.
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starting with the resistance of Abd~El—Kader in the west in 
1832.
In effect, Abd-El-kader declared war against the French army, 
headed the local resistance for fifteen years, organised the
army and established the state. And it was when Abd-El-Kader
surrendend that France had a genuine opportunity to declare 
Algeria an "integral" part of France in 1848 dealt with a a 
French governor in Algiers and linked to the Métropole.
When Abd-El-kader was elected as Prince of the west the 
ceremony was double edged: First, it was intended to re-enact
the democratic way of election in the Islamic era. And, second 
to maintain and revive Islam as a style of life with respect to 
the socio-political dimensions. This is clear from his 
proclamation to the tribes after his election:
'I accept this position of Amir [Prince], although with 
reluctance, hoping it would be a vehicle for uniting the 
Muslims, for preventing strife and dissensions among 
them, for assuring the safety of the roads, for
terminating activities which are contrary to the pure
Shariaa, for protecting the country from the enemy, and 
for establishing law and justice for the powerful and the 
feeble alike... know that my utmost goal is the 
unification of the Islamic community and the execution of 
the Islamic practices. In all this, my trust is in Allah'
(Abd—E 1—k a d e r : 1964 :162) .
In his thesis Danziger estimates, that the well organised 
resistance lead by the Prince, even 'a short lived experience’
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was a complete success for internal consolidation and the
recognition that he 'was above all a political leader 'whose
success' lay in his ability to pragmatically and skilfully(8)
utilise the existing forces, institutions and beliefs..,' 
(Danziger: 1974:347) . The foundation of the state at that time 
was mainly based upon the religious 'Sufi' order that prevailed 
in the region. Religious institutions were rationally utilised. 
Islamic practices were maintained solely according to the 
Shariaa and above all, volunteers were recruited to bun those 
institutions and teach, in order to transmit the w h o 1e culture 
without any attention to social status and political position 
of either the students or their families.
The basic structure of the Kadiria order was solid enough to 
mobilise the organised tribes for the national cause. In order 
to give meaning to this order, one might present the major 
purposes of it as follows:
a) Transmission of an Islamic socialisation and education,
b) Preservation of Islam from malpractices and distorted 
interpretations given by invnders. c) Organisation of the 
socio-political life with specific reference to the Islamic 
Shariaa and law, d) Establishment of an autonomous state.
All these objectives were carried out by the religious 
organisations, and through the special curriculum of the 
Zaouiya's which included Islamic jurisprudence, traditions, 
Shariaa, theology and various other subjects. Teaching was 
given free of charge to students to encourage those who were of 
a lower social status. The role and the dimensions of these
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religious institutions will be discussed in detail in the 
coming sections, as they identify the cultural conflict between 
the French system and the religious schools in their different 
forms.
In summary, it is important to recall that the French invasion 
was not a historic necessity but a conquest and, that Algerians 
had demonstrated a fierce resistance through organised actions. 
Abd-El-kader's military resistance was one which was not only 
intended for political consolidation and consciousness 
cohesion, but was extended beyond the military enterprise.
In effect, it was expected to achieve social equality through 
equal distribution of education among the different social 
strata.
CHAPTER TWO
SECTION TWO:
II EMERGENCE OF ALGERIAN NATIONALISM.
1) Algerian elites in fractions,
2) May 1945, the renaissance,
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II EMERGENCE OF ALGERIAN NATIONALISM
Following the destruction of Abd-E1-Kader's state in 1847, 
other leaders emerged to organise resistance and protest
against the French presence and its 'mission' in Algeria.
However, all the uprisings had been supressed by the French 
army, but at all times the local people did not submittothe 
foreign presence, as each uprising bred another Ouled Sidi 
Cheikh 1864; El-Mokrani 1871, Bouamama 1880 etc...
These uprisings, even years and generations after the Kadiria
order whose number was estimated to be 87,000 (Gordon: 1966 : 9) , 
carried the same aims and were directed to achieve political 
independence or at least internal consolidation and ultimately, 
prevent any type of integration. They also testified to the 
spirit and the relationship that existed during the colonial 
period. In any case, they all shared a common aspect and were 
based upon the 'confrérie religieuse' (Religious brotherhood) 
which characterised all the Maghreb territory at that time. 
(Noushi: 1962:17) .
For the purposes of this study, emphasis will be placed upon a) 
the political elites that emerged in Algeria in the pre-war 
period, b) wartime elites will be highlighted to expound the 
socio-political orientations, c) the parameters that influence 
these orientations, d) the point that will be documented in 
detail, concerns the shape of reforms claimed by each elite 
with specific reference to three variables, deemed to be the 
most influential in the tendencies of political reforms. These 
criteria are : First, social origins of the members of the
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elite; second, the educational background; and third, the 
milieus of socialisation including the social position of the 
family in the hierarchy.
1) Algerian elites in fractions
Using a typical Khaldunian approach, some sporadic attempts 
have been made to understand the politics that prevailed in 
Algeria in both the war time and independence periods. These 
attempts have ‘-also tried to understand the process of the 
emergence of the elites on the basis of intra elite conflicts 
and power struggle between the political cliques and clans.
There is a total consensus among researchers that the top 
political elite in colonial Algeria was made up of groups of 
people who were from different part of the country and were not 
linked by blood relations or tribal connections. Their 
connection is a political 'assabiya' as they were related to 
each other by the fact that were living in the same socio­
political situation, issued from common origin -socially- and 
suffering the rigid colonial system or benefiting from it. In 
addition, they were linked by the same faith. The religious 
parameter has enormously contributed to the unification of
military coups against the colonial administration. The(9)
political groups referred to here are: The liberals , the
radicals, the revolutionaries and the militaries. Quandt adds 
the intellectuals to these groups but he does not refer to the 
Ulemas group as an independent group, like many scholars.
It is note worthy to say that, in order to reverse the position
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of the colonised, the Algerian resistance experienced the first 
structured organisation under the prophecy of the proletarian 
movement. Indeed, it was in 1924 that socio-political life in 
Algeria was officially organised when Messali—El-Hadj 
established the first political party named the 'Etoile Nord 
Africaine' (North African Star), [Here after ENA]. The leader, 
who was a self-educated worker in France, founded the ENA as a 
part of the French Communist Party but he soon demanded 
political autonomy because, its movement was greatly influenced 
by French politics. He, therefore, Algerianised it by setting 
up its principles and w o r k .
The ENA came as an outbreak of the Algerian acquiescence of two(10)
decades and six years (1900-1926) . Rallying and recruiting
Algerian workers in France, this proletarian movement opted for 
radical reforms and, it basically concentrated on full 
independence from foreign domination. Hence, its ideas 
influenced many Algerians settled in France and Algeria.
According to Ente lis, the essence of the ENA was partly due to 
socio-economic conditions and life experiences, but it seems 
that political experiences and political contacts of the leader 
may be another cause. Ente lis puts his explanation in the 
following terms:
'Many of these [Algerians] labourers experienced severe 
hardship common amongst poorly paid workers in industrial 
countries. The workers economic grievances quickly gave 
way to political demands' (Ente 1 is : 1986 : 34) .
In his study about Algerian war time leadership, Quandt places
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an important emphasis upon some socio-political parameters, 
that he sees as determining the emergence of each political 
elite as well as understanding their orientations and demands.
The parameters that he considers vital to document the essence 
of the groups are: education, social background, socialisation
and life experiences. This alternative explanation might be 
the yardstick to understand the constitution of the "neuf 
historiques" leaders of the revolution.
In this sense Hubert singles out, that the social origin of the 
'Chiefs' of the revolution was generally rural and that their 
families were living in marginal socio-political positions 
because of colonisation 'even if the father of one of them 
became an important landowner' (Hubert : 1973 : 99) . Similarly for 
their educational background there was generally common 
educational levels characterising all the members. Moreover, 
the striking point is the milieu of socialisation that played 
an important role in shaping the demands of the nine. The 
majority of this group were from the East of the country where 
the Ulemas originated themselves. This point will be discussed 
later in detail. (See table 3)
T a o l e  5; S o c i o - g e o g r a p h i c a l  o r i g i n  o f  t h e  n i n e  h i s t o r i c  chiefs.
Yu
Age
1954
/lace of 
birth
Socio-profe 
category
Accomplish­
ed studies
rrofessi-
on Observation
K.Ait Ahmed 
Born 26/08/26
28
Kabylie
village
Caid and 
rich land 
owner
Secondary Not
known
A . Ben Bella 
25/12/19
35
Small
village
Maghnia
Peasant and 
shop owner Primary Trades­
man
Warrant 
off icer 
during WW
M.Ben Boulaic 
05/02/ 17 
Killed 1956
37
Small
village
Aures
primary Miller IBID
L. Ben M hidi
1924
Killed 05 /03
1957
50
Village ir 
Constantine Arts
studies
Political
activity
(before
1954)
...... - i
Influential
in
M.T.LJ)
K, Bitat
19/12/25
29 IBID Pesas Primary
iM, floudiaf
25/06 /19
35 IBID Modest family but 
known
Higher
educa-cion
State
•employee
Gave-up
health
reasons
M. Didouche
1927
Killed in
1955
27 Algiers
Tradesman 
and 
shop owner
Primary
M. Khider
15/05/12
Killed 05 /0 1
1967
42 Toun in 
Aures
Peasant Linacompli-shed
Primary
Worker
B. Krim
15/12/22
52 Kabylie
village
Caid and 
small
land owner
Primary Employee
Lance 
coporal 
during . 
WJWar 2
Observations
Mean
32
4 villages 
2 small V 
2 small T 
2 towns
One reached
higher
education
Source Hubert (I9o 3:o B),
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The weakness of the radicals in mobilising the masses for the 
national cause was due to some inner dissensions among its 
members and the authoritarian style of rule which anticipated 
its collapse; giving way to a new political orientation led by 
the person of Ferhat Abbas whose political career was full of 
disillusionment within the framework of the policy he claimed. 
His reforms were based upon integral assimilation in both the 
French culture and life. The following quotations from the 
liberals Manifesto express quite clearly the tendency of 
reforms that were demanded by the leader Ferhat Abbas in 1936, 
as quoted by (Mansel1:1961:31) .
"If I had discovered the Algerian nation I would be a 
nationalist and I would not be ashamed of it as if it 
were a crime (...) I will not die for the Algerian 
fatherland, because it does not exist. I have not found 
it. I have searched history, I have questioned both the 
dead and the living, I have visited the grave yards; no 
one mentioned it, not even once. One cannot build on 
wind. We have dismissed once and for all the visions and 
the dreams in order to tie our future finally to what 
France is doing in this country. In any case, no one 
believes seriously in our "nationalism". What people are 
really objecting to behind this word is our political and 
economic emancipation. Without the emancipation of the 
natives French Algeria will not last."
This was the major tendency amongst the liberals who 
considered themselves to be the legitimate spokesmen of the 
people within the colonial situation. However, they were
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actually the representatives of a handful of French educated 
Algerians making of their intellectual background an effective 
instrument for socio-political upward mobility.
When the group of the "évolués" paved their way toward these
assimilationist demands and moderate claims, between native
Muslims and Europeans settlers with respect to political
rights, social equality and equal education in French schools
and universities; they were seeking "equal status". Their
socialisation and education may be an important clue to(11)understand the structure of this group
For Quandt, the Algerians' elus' who were organised in the 
official 'Federation des Elus' (Elected of the Federation) 
since the beginning of the 1 9 3 0 's were 'perhaps more the 
products of French schools than of their own societies, and not 
surprisingly their first political demands were for equal 
rights with Frenchmen including French citizenship, rather than 
independence' (Quandt : 1969 : 27) . The various proclamations of 
the liberals won them total unpopularity and political 
isolation from the people and even from the settlers. Their 
quest for political assimilation was nearly completed through 
the Blum Viollette programme which automatically gave French 
citizenship when requested, but it was withdrawn from the 
congress council in Paris and was not discussed on the agenda. 
The reason was the pressure imposed by the settlers, which did 
intervene in this respect and ultimately, the programme faced a 
fierce opposition in the assembly which resulted in "... 
neither the maximalist nor the minimalist demands of the
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assimilationists were satisfied' (Ente 1 is : 1986 : 39) .
As has been seen, Islam was always the doctrine on which local 
resistance was based from the early days of colonisation As a 
matter of fact, this current demanded total independence 
through the reaffirmation of the Algerian culture, religious 
cohesion, proper practices of the Islamic precepts and a 
resetting of the real aspects of Islam as a religion and a 
style of life. In contrast, the totalitarian colonialism 'has 
represented and incarnated, the most serious encroachment upon 
these values' (Hermassi: 1972 : 93) .
The foundation of U l e m a s ’ community in 1931 by a group of pious 
scholars came in this order. Moreover, it also faced the 
liberals when Abd—E l —Hamid Ibn Badis, who originated from 
Constantine's family of religious nobles who learned at 
religious institutions of Arab countries; responded in 
reasonable tone that influenced the former. This statement was 
published in Badis' paper Echihab and quoted by Ente 1 is:
"History has taught us that the Muslim people of Algeria 
were created like the others. They have their history, 
illustrated by noble deeds; they have their religious 
unity and their language; they have their culture; their 
customs, their habits with all that is good and bad in 
them. This mus 1im population is not France; it cannot be 
France, it does not want to be France. It is a population 
far from France in its language, its life and its 
religion, it does not seek to incorporate itself in 
France. It possesses its fatherland whose frontiers are
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fixed and this is the Algerian fatherland" 
(Ente lis:1986:44) .
It is quite clear that this statement made by the founder of 
the religious organisation, rejected categorically the 
assimi lationists’ demands with respect to all aspects i.e: 
social life, political expectations, religion, culture and the 
like. Actually this religious community did exist prior to this 
date in preliminary form, however, without any political 
aspirations. Its main work was to educate the people, who were 
not able to enter colonial schools. It provided religious 
institutions for reading sacred texts, and the Koran's 
interpretations according to Shariaa. Hence, 'it was the first 
group during colonisation to advocate maintaining national 
personality, and it reacted mainly by intensifying the effort 
to purify religious life and institutions ' (Hermassi: 1972:93) .
The work achieved by this organisation was very important and 
deeply influential in maintaining proper cultural patterns and 
Islamic practices. Moreover, its performance influenced the 
political current maintained by the liberals resulting in their 
denunciation of colonisation With a hard emphasis upon 
universal education, the Ulemas effectively contributed in 
preventing total illiteracy and consequently stood by the 
colonial strata of the hierarchy (Ente 1 is : 1986 :43) . The task of 
the Ulemas embodied in social role and religious matters, as 
they devoted a great deal of effort to transmit and inculcate 
bodies of religious corrections, and sets of beliefs to 
conserve first, and to pass down the Islamic cultural heritage
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in the best norm and in its original form. Above all their 
intention was to avoid any form of malpractice or 
misinterpretation of the basic Islamic precepts. For these 
reasons, adequate measures were utilised and specific methods 
exploited in this regard. Moreover, their purpose was to shape 
the awakening of the people along Islamic lines.
They pleaded their objectives in newspapers, pamphlets, books, 
and public sermons during prayers in the mosques. With adequate 
acquaintance with Islam, they went abroad for eventual 
perfection of their traditional studies and religious 
knowledge, questioning the legitimacy of the colonial political 
system. (Hubert : 1973:53) .
We have seen in the foregoing presentation that the Ulemas' 
claims were basically social and religious that turned into 
political ones. Hence, change occurred in their claims when 
they witnessed the eagerness of Frenchmen to make Algeria "a 
dust of human" as their "mission of civilisation" turned into 
a "mission of destruction" (Ottaway:1972:242). Henceforth, it 
is important to indicate that the work of the elite during 
wartime was influenced by the colonial context where 
controversial stakes were in conflict: On the one hand, an
assimilationist tendency claiming a sponsored assimilation and 
cultural integration into the French culture. And on the other 
hand, successful attempts to prevent the assimi lationists' 
actions and revive an original and an already existing culture.
An equally important fraction emerged, and was to add to the 
existing conflict more . The new group was called the
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revolutionaries. Their modest origins put them in the front of 
society to claim radical reforms and total independence. Their 
intention concentrated on the rejection of French rule and 
estimated that violence breeds only violence, which is the only 
forceful way to gain independence. The consensus and the 
political cohesion attained among this group 'was sufficient to 
link [them] together during the early phase of organising the 
war of independence ...' (revolution) (Quandt : 1969 :71) .
The interdependency that grouped the members of the political 
elites in Algeria in terms of their common attitudes and 
behaviours -except the liberals in the beginning of
their politics in the 1 9 3 0 's- is explained by Quandt in socio­
political terms:
'For every Algerian who profited from the benefits of
French culture there were dozens who felt more than 
frustrations, the anger, and the humiliation of being 
placed in inferior positions by a technically superior
culture. Added to this dependency relationship were the 
all too frequent instances of impovrishment, 
discrimination and racism' (Quandt:1969:2).
Like the revolutionaries and the radicals, the last political 
elite involved in Algerian politics was the militaries. This 
group shared the same socio-political parameters of 
politicisation, since its members centralised upon political 
independence. They were politically determined to use violence 
and organise an open confrontation against the French army. 
Their determination was not affected by their late political
7 /
socialisation, which is due to the very factor of age as they 
were the youngest group of the Algerian wartime elite
(Quandt : 1969:110-115) . (See table 4)
Table 4. Social background of Algerian wartime elite adapted 
from (Quandt : 1969 :151) ,
Politicians(l) Revolut ionaries Intalieotuala Militaries Total elite
Education
University 11(100%) 2 (8%) 2 (8%) 11(69%) 26(34%)
Secondary 19 (73%) 4 (17) 3 (19) 26 (34)
Elementary 5 (19) 5 (21) 10 (13)
Unknown 13 (54) 2 (12) 15 (19)
Region of birth
Algiers 5 (45) 3 (12) 1 (4) 4 (25) 13 (17)
Constantine 2 (18) 13 (50) 3 (12) 6 (38) 24 (31)
Oran 1 (9) 5 (19) 2 (8) 1 (6) 9 (12)
Kabylie 3 (28) 5 (19) 3 (12) 1 (6) 12 (16)
Unknown 15 (64) 4 (25) 19 (24)
Size of birth place
100,000 2 (18) 2 (8) 3 (19) 7 (9)
30,000-100,000 1 (9) 2 (8) 1 (4) 4 (5)
3,000-30,000 4 (37) 10 (36) 1 (4) 5 (31) 2 0 (26)
Under 3,000 3 (27) 10 (38) 6 (25) 3 (19) 2 2 (29)
Unknown 1 (9) 2 ( 8 ) 16 (67) 5 (31) 24 (31)
Average age in 1954
39 32 28 27 29
Total 11 26 24 16 77
(1) An aggregate of liberals and radicals.
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Their late political socialisation in society did not affect 
the impact of their mobilisation to encourage armed struggle 
against foreign domination. They revolted against social 
privations, political oppression and the division of the 
country into compartments of interests where segregation and 
racism were deeply experienced (Fanon : 1963:29) . In order to 
gain political unity and administrative cohesion, between the 
preceding parties, and after the continual harassment of the 
nationalist leadership by the French police, the foundation of 
a single party was the only alternative and the immediate
issue, in order to mobilise the masses, as the leaders were
aware that the former never tolerated French domination
(Zartman; 1964 :4) .
The foundation of the 'Front de Liberation Nationale' was the
respective issue of political consensus attained by all the
clans of the wartime period, aspiring for unity and common
expectations based upon independence. Another, reason which
contributed to political consensus was the dismantling of the
'Organization Secrete' founded in 1945 as a political protest
against the inhumane killing of that year in three eastern
cities. Arrest of the O.S leaders added to the commitment of
the elite, the will to fight colonialism 'by all available
means' (Quandt : 1969 ; 60) . Although, the O.S was short lived, it
made a contribution to wartime politics as it was through it(12)that political consensus was attained, thereby, founding
an open party that gathered all the members of the political 
institutions and organisations with the support of the 'Armee 
Nationale de Liberation', and that of the people. The
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definition of 'consensus' identifies as existing, 'when all 
the people agree on all aspects of government (...)' 
(Reveree: 1970 : 2) ,
2) May 1945, renaissance of nationalism
Given the fact, that the Blum Viollete Bill was completely 
rejected in the European assembly in 1938, the hopes of the 
liberals were 'aborted' by the heated arguments presented by 
the colons, thereby, the liberals 'évolués* recorded an 
undesirable defeat that re—shaped their expectations and 
transformed the procedure of their claims and reforms. 
Consequently, they degenerated into an anti-French party 
leading to the formation of the 'Amis du Manifeste Algerian', 
who displayed a determinant spirit, renouncing their previous 
moderate demands, and accordingly voicing an Algerian 
independence.
The political front bred by consensus gathered all the groups 
involved in pre-war times. Their purposes were to voice and 
demand more radical concessions from the colonial 
administration for the benefit of all people (Lazreg; 1975 :108) .
The Blum viollete Bill was not the unique cause of change that 
occurred within the structure of the elite. The 1945's event's 
in 'Kherrata', 'Guelma' and 'Setif' were also a factor that 
influenced Ferhat Abbas, when he declared himself a real 
nationalist. The killings started when the allies liberated 
Paris from Nazi rule with an effective contribution by 
Algerians, fighting under the French flag and expecting
8 0
independence as a reward, and as declared by the colonial 
authorities. Hence, they went on a peaceful demonstration 
proclaiming independence and, the liberation of Messali 
- founder of the ENA -. This demonstration resulted in inhumane 
and brutal repression in the named cities, leaving an objective 
estimate of 45,000 dead. The severity of 1945 event - as 
described by F a r e s (1978), had a vital impact in awaking 
nationalism and reviving national feelings of the liberals. 
Moreover, their declarations took a re-shapdd tone, as they 
realised that only an armed revolution could make things equal. 
The following extract from the Manifesto of the ex— liberals 
expresses the new tendency of their politics, as quoted by 
Noushi:
"In order to gain [independence], a mass action must rise. 
The souks (markets), the public houses, and all the 
places must be a ground for action (...). We want that 
Algeria preserves its own physionomy, its language, its 
traditions . . .' (Noushi; 1962 : 96) .
The very severe measures utilised by colonisation were 
purposely set to secure European settlement and provide them 
with arable lands, thereby using a 'legal' network which ended 
in a huge depossession of the Algerian peasantry S a r i (1978) 
Launay(1963). Above all, life under colonial rule was 'devoid 
of any meaning' (Fanon : 1980:5) , as the entire action of 
colonisation was an action of destruction and cultural 
alienation, as well as a capitalist exploitation. All these 
actions were intended to dislocate the social fabric of 
Algerian society, which is the strategy of every situation
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under foreign domination which has been documented by Meunier 
and quoted by Hermassi:
"In deporting entire groups and dispersing them, no one 
troubled to reflect that by scattering them, their 
societies were broken-up, their unity was destroyed, 
their traditions swamped, their customary law 
obliterated ..." (Hermassi; 1972 :65) .
In order to quell colonial hardships, Algerians w e r e ,organised 
in groups throughout the country , led by the political
structure of the FLN. Thus, it was possible to gain socio­
political ground and wrest their demands in an organised,
structured and 'formal* party, forming a united front which 
grouped all the political tendencies, whose members disbanded 
'their own organisations (...) and rallied the FLN' 
(Quandt : 1969 : 86) .
To conclude, it is possible to argue that May, 1945 was the 
very date of Algerian renaissance and through which consensus 
and cohesion were attained with regard to reforms,
expectations, perspectives and the methods to be used to put in 
practise the programme of the party, centralised upon the 
launch of the revolution. Messali tried to launch the armed 
struggle before 1945 but he failed and was imprisoned. Besides, 
inner conflict prevented such an alternative and the date was 
postponed.
3) Political fusion of November, 1954 and political consensus 
Revere estimates that the political current in the pre-war
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period concluded a total agreement between the groups that 
constituted the wartime Algerian elite. Moreover, he considers 
the consensus attained by those groups was a totalitarian 
consensus, meaning a political confluence between the clans, 
and more importantly between the masses and the elite 
(Revere : 1970 :5) . Henceforth, the intra-elite conflict between 
the groups and the inner socio-political differences were 
overcome and ceased to destroy the political climate and the 
social atmosphere grouping all Algerians in the national front. 
This resulted in an immediate positive interaction between the 
nationalist movements and the elites Basu (1978).
Indeed at the very beginning of Nov 1954, the members of the 
FLN agreed on the division of Algeria into five ‘wiliayas* 
(provinces) to get accurate synchronisation and to re-enact the 
plan of resistance. The revolution was launched on that date 
mobilising all the existing forces and demanding the 
contribution of all masses, to counter the colonial rulers 
severe operations, brutal actions and the politics of the 
"scorched earth".
Prior to November, the leaders of the revolution met and 
organised the five wiliayas to undertake the task of 
overthrowing the colonial regime during, almost, eight years, 
that ended with a total overthrow of foreign domination and 
political independence. Initially, the revolution started with 
some co-ordinated attacks in the whole territory, under the 
military supervision of the nine historic leaders, whose common 
link was to oust Frenchmen. These actions quickly enhanced the
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FLN's prestige and gained it massive support, confluent in 
advocating decolonisation. It was dearly obtained, and was 
tragic for both belligerents (Aron : 1957:22) . Moreover, it was a 
positive and a 'violent phenomenon (...) which set out to 
change the order of the world' (Fanon: 1963; 27) . French 
repressions were of disdain, but soon became of seriousness, 
effective, coherent and strong to quell the process of the mass 
uprising H o r n e (1977).
When the colonial administration realised that the uprising 
went beyond the estimated dimensions, it substituted the way of 
repression by psychological coups at women and children. Fanon 
reported in his book, that a Swedish newspaper women witnessed 
this sort of war in a camp and talked to the people. Here is an 
extract of this report;
"The next in the line was a boy of seven, marked by deep 
wounds made by steel wire with which he had been bound 
while French soldiers mistreated and killed his parents 
and sisters. A lieutenant has forcefully kept the boy's 
eyes open, so that he would see and remember this for a 
long time (...).
The child said 'there is only one thing 1 want : to bg
able to cut a French soldier up into small pieces, tiny 
pieces" (Fanon: 1980 :4) .
Escalation of the war had the double effect of uniting 
rivalries and making the members of the elite renounce their 
differences. They dedicated themselves, their abilities and 
strength to fighting Frenchmen. By the time France was
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internationally isolated, Algeria was gaining international 
support and solidarity. Its case was pleaded in international 
organisations, because, unlike some wars, the Algerian 
revolution is one which was not intended for victory but for 
peace (Aron : 1957 ; 2) (Horne : 1977) .
Pressures came from the expensive costs and the colonial 
settlers whose interests were at stake. Hence, the colonial 
regime decided in March 1962 to negotiate a bilateral agreement 
for a cease-fire that led in July 5,1962 to the official 
proclamation of independence.
The illusion of French Algeria that lasted 132 years 
disappeared with the evacuation of the French troops in a 
massive exodus whose sequel was enormous for independent 
Algeria, because, there was in parallel to the military exodus 
a civil one, resulting in an intellectual drain of both 
administration and economy. It is an impartial view, the one 
that makes of psychological warfare a double edge '(...) with 
one hand the army was trying to crush the insurrection by 
force, while with the other it was trying to kill the 
insurgents and the people with kindness and consideration 
(O'Ballance : 1967:53) .
CHAPTER TWO
SECTION THREE
III HISTORY OF COLONIAL EDUCATIONAL SYSTEM
1) Unequal access to school: limits to the
reproduction of the French ideology.
2) Selective school: Mechanism of social 
stratif ication.
3) Essence of Algerian electorate and class 
mediation.
4) Religious institutions versus French schools
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III HISTORY OF COLONIAL EDUCATIONAL SYSTEM
Colonial education in Algeria remains among the subjects which 
have not been investigated. Only some sporadic attempts have 
been made to understand the French policy in this sphere. 
Students in this field, agree on the fact that French policy 
during the domination was essentially aimed at an already 
selected group from high social strata. Accordingly, studies 
on education conclude that the first consequential result was 
to leave the majority of the people out of the educational 
system, because their social origins did not give them access 
to schools, colleges, lycees and universities
(Souriau:1975:365) (Hugoz: 1970 : 22) .
1883 remains a key date for colonial Algeria's schools. It was 
the first time France institutionalised schools for Algerians 
after 53 years of intensive and extensive colonisation. 
However, the establishment of 'native' schools did not satisfy 
to the people's aspirations, since segregation was evident 
within the system between settlers and Algerians on the one 
hand, and between Algerians themselves on the other. Despite 
the existence of schooling differences, to be discussed later, 
some natives were capable of being members of the student 
corps, even though their social background could not fulfil the 
conditional criteria of access and their parental social 
position could not sponsor their studies. (See Table 5)
bt
Table 5: Public instruction in Algeria between Iy37 and 1959.
Source Capdecome (1960:27)
Primary Type of Nov Nov Nov Total No a fter 20/09/58
education populati
on
1957 1958 1959 Absolute Real
Real Expected
a) Preschool Muslims 346 0Ô8 466 665 616 474
+276 424 ■*176 000
+ 78,1
and primary Non Musi 123 249 124 187 129 207 4,9
education Total 469 257 590 852 745 681 58.9
b) Complemen­ M .4 827 6 838 8 539
6 265 4 000
■ 76,9
tary courses N. M 12 80.2 14 499 15 355 20
of general 
education Total 17 629 21 336 23 (%4 3 5 ^
Total 2:: 4fat) 566 612 183 769 575 289 689 180 000 58,1
Second M 6 806 0 v70 10 283 7 227 5 000 5I.I
degree N, M 50 665 33 314 34 413 12,2
education Total 37 469 . 41 44 694 19 .5
Normal M I.*;
476 300 5 3 ^N. M I 203
schools, .(4) Total 890 I 173 I 566
Technical & M 6 3 4 5 9 547 II 753 85,3
professional N. M 7!#5 8 506
7 179 7 100
23 ,4
instruction Total 13 910 IS 053 21 089 51 .6
Higher M _ 421 530 814 93.3
education N, M 4  594 4 >24 5 739 I 738 30 ,6
faculties
Total 4 8I5 5 454 6 ^ 3 36 ,1
H, education M 21
Islamic Inst, N. M 45
of Political 
studies. (3/ Total 66
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The figures contained in the previous table may express that 
colonial education was universal, and that it was accessible to 
all social strata without the prequisite social criteria. Such 
a reflection is true at the bottom level of education where 
Algerians were overwhelmingly the student population during the 
mentioned period. This was due to the fact that European 
settlers had already started to leave Algeria whose war was in 
its third year of hostilities.
Moreover, settlers who stayed preferred to send their children 
to private schools, resulting in a decrease of their 
representation, at least at the elementary level. However, the 
aforementioned reflection is misleading. A quick comparison of 
the number of Algerians and that of settlers shows a striking 
fact, (see Appendix 1)
Paradoxically, this was a contradiction with the general
outline designed by many theorists of the cultural alienation
in an attempt at 'civilization' and 'cultural development’ of
(14)
the dominated society.
Enrolment of Algerians was solely based upon social background 
and related to family political involvement. For the others 
they joined the 'free s c h o o l ' set up and run by religious 
institutions (Damis: 1974:440) or just joined the large number 
of the 'sub-proletariat' as documented in Bourdieu's work 
(Bourdieu and al:1963). Henceforth, public and official 
rejection of the colonial schooling system was the first 
reaction. As far as the latter is concerned. Ben Rahal's 
refusal to adopt or accept the metropolitan education speaks
8 8
for itself .
He established his own educational theory through which one can 
see that it was a real 'restructuring and homogenisation of the 
cultural spheres' (Djeghloul(a) : 1986 :72) , Moreover, the 
rejection of the colonial system resulted in the emergence of 
religious schools that were the instrument of reform and 
teaching. For this, it is interesting to compare two systems 
with respect to their:
a) origin, b) social enrolments, c) curriculum, d) the socio-
professional openings for each system in the society.
As a first attempt towards assimilation, a coherent policy of 
political and cultural integration was set up after the 
military domination of the French administration. Such a
policy, was aimed at creating socio-cultural cleavages and 
alienating the people as well as a dislocation of the social 
order whose structure prevented to some extent the alienating 
impact (Ibrahimi—Taleb:198 1 :56). However, this policy had an
influential effect upon the emergence of the liberals who 
constituted a cultural entity, entirely linked to French 
culture but did not commit an apostasy act.
Colonna, considers the assimilationist policy undertaken 
through education and missions to have started in 1871 after 
settlers' pressure so as to make it official and governmental, 
but destructive for the Algerian cultural heritage. But it
could not penetrate the very interior structure of Algerian 
culture as it emerged after independence in good condition with 
some cultural exceptions (Colonna:1975:22). Realising the
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positive impacts, education may have, the colonists pressures 
changed in the opposite direction by 1931 were radically 
demanding the abolition of schools for Algerians, arguing that 
instruction of 'natives' would leave behind it a shortage of 
unskilled workers for farms, roads, building and maintenance. 
Moreover, they feared that education could be a source of 
political and social demands. Henceforth, the colonist 
hostility remained stable and was maintained until 1918 
MAgeron;1968:V2:923), the date by which formal education 
started to be diffused throughout the country on the basis of 
the theory of distance of the two distinct culture. As Colonna 
puts it:
'Nothing could link, in effect, the unconformity 
[of students] to the moral exigencies of school' 
(Colonna:1973:182).
The diffusion of formal education among Algerians was estimated 
by the 1902 session of the European delegates, to be 'a peril 
for their domination [Frenchmen] and for the budget of the 
colony' (Ageron: 1968 :V 2 :929) . This argument tends to 
misinterpret the socio-political impact of formal education, 
because, one has to state that the French policy of education 
did in effect, delay the day of Revolution, and was a result of 
the war time conflict between the different fractions. It is 
also argued that education in colonies is 'imposed upon 
defeated people and must be understood as it is' 
(Ageron: 1972:45) . Thus, it is not surprising to say, that the 
initial tasks of colonial schools are: to perpetuate the
dominant culture with all its components, the destruction of
90
the local cultural features, including language, traditions,
religion; dislocation of the social order, creation of social
and political cleavages as well as creating a predominant supra
elite which represents colonial interests and respond to its(15)actions of integration and assimilation.
The evolution of Algerian students in colonial university has 
been statistically documented in Pervilie's detailed study 
about the French educational system. His study provides the 
reader with a statistical view about the evolution of the 
Algerian population and focussing upon limited branches since 
1879. It also documents the awards given to Algerians in higher 
education between 1915 and 1962. As Pervilie's study is 
detailed anually between the above mentioned dates, one can 
summarise his data in the following tables. They contain the 
same features of the educational openings, namely, the 
proportion of Algerians within the global student population, 
the type of degrees and the type of registration in the 
colonial university.
Table 6 ; Certificates awarded to Muslim Algerians since the
foundation of higher schools (1879—80) until 1914-15.
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A) Baccalauréat (Total numbers between 1908-09 and 1914-15 
included),
Annual record since 1909-10 to 1914-15.*
Including the Bacs obtained before 1905 regime.
Years
Philosophy 21 6 2 10 6 7 11 63
Mathematics 8 1 0 3 2 1 2 17
Total 29 7 2 \ 13 8 8 13 80
B) Higher education degrees
Years
Lettres 143 13 9 20 22 19 13 239
Lawstudies 23 3 3 3 1 2 2 37
Sciences 11 2 1 2 3 5 2 26
Medicine
Chemistry 1 1 0 2 0 0 1 5
Total 178 19 13 27 26 26 18 307
Note: Taking into account the Bacs obtained in France before
and after 1879 as well as university degrees in France before 
and after 1909,
C) Record by school (1880-1909) and by faculty (1909-1915).
Lettres* Arab Cer- tif icate
Berber ce- 
rtif icate
Arab
Degree
F irst Degree
Postgradu­
ate Degree
1880-1909 119 3 2 0 0
1909-1915 86 1 1 0 1
Total 205 4 3 0 1
92
Including three Bacheliers es- Lettres before 1894.
LawStudies FreeStudies
BAG First
Degree
ALC (b) HigherALC D o c t .
1880-1909 0 9 6 6 2 0
1909-1915 1 7 6 3 1 0
Total 1 16 12 9 3 0
Sciences a PCBCertif icate(6)
First
Degree HigherDegree Doctorate
1880-1909 11 0 0 0
Mathematics 13 2 0 0
Total 24 2 0 0
Including three Bacheliers in Sciences before 1894.
b Algerian Local Certificate.
c Taken by future doctor and pharmacists. (Source: Statistique 
Generale de 1'Algérie).
It is quite clear from the previous tables, that the proportion 
of Algerians within the student population was insignificant. 
In effect, their percentage was below 20% of the total number 
of students, throughout all the academic years which numbered 
47, that is between 1915 to 1961-62. Moreover, there was only 
one academic year where the proportion of mus lira students 
reached 18.1 . This was an exception, because if we study the 
other percentages, we find that they fluctuated between 1.2% 
and 13%, but more often they were below 13% (see Appendix 1).
The study also attempts to examine the structure of the French 
system of education, its background with respect to the basis
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of enrolments and the openings of education. It also analyses 
closely the systematic selection that penetrated the student 
population on a socio-professional and political basis.
It is necessary for now, to debate the limits and impact of the 
colonial school which resulted in a fierce cultural rejection 
by the people and the Ulemas group.
1) Unequal access to school : Limits to the reproduction of
French ideology
Decolonisation of Algeria started with to culture by the 
rejection of French education by the majority of the people 
who rallied to the reformist school. Its vocation was concerned 
with religious education as well as administrative clergy and 
religious affairs. In order to illustrate the perspective of 
both systems and their openings. Colonna proposes the following 
subsidies related to both systems:
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The existing differences between the two systems was a result 
and a reason for the limited numbers of students enrolled in 
French schools. On the one hand, the structure of colonial 
schools was such that it did not respond to the needs of the 
people. On the other hand, because of this characteristic it 
had restricted the total enrolment to a minority which 
fulfilled the conditions of excellence.
Indeed, Colonna puts a special emphasis upon the emergence of a 
mediation group between French and Algerian cultures. He 
argues, that the exigencies of elitism — to run political 
institutions and ameliorate social positions- stimulated the 
people to trace a place in colonial academic institutions. That 
is to say, they formulated political reforms, asserted socio­
economic demands and mobilise the population for resistance 
or alienate it because 'reproduction, reconversion and 
ascension are the result of the demands of the dominant 
society, with respect to collaboration and or mediation [of 
groups]' (Colonna:1983 : 25) .
In order to get an overall picture of the student population, 
the author's study about colonial schools insists on the 
triangular image of French schools that must be talcen into 
account. The triangular form expresses the interdependence and 
the 'relation between power, school and society' 
(Colonna: 1973:180) . Thus, it is only through such an 
alternative that one can understand the theory of excellence 
which operated as an effective medium to select an already 
selected group by their social positions, which greatly
6^contributed to prove the previous theory expressed in the 
following representation:
Diagram 5: Type of relation to school and dominant culture
Excess of acculturationlack of acculturation
DominantNat ive
cultureculture
Talenteîi BrightLively^thargiy Shy
VirileSincere
Conscientious
BadGoodExcellentGoodBad
Obtuse lAwkwaxd \ Good boy
Proud /do moreVolunteerBad
Too closeToo far
/
/
/
/
/
/
/
/
/
/
/
/
/
/
/
Optimum distance
Colonna (1^7):187)
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French had established a very powerful school apparatus to give 
a cultural hegemony to their values in every single aspect and 
promote 'the legitimate' interests of the French language. All 
this, counted for a socio-cultural assimilation promised in the 
general policy on school and education. From this standpoint, 
the colonial school institutionalised an educational method to 
select a mediating stratum that would diffuse French values, 
attitudes and culture.
The 'moral conquest' (Pervi1 le : 1984:11) was also viewed as 
being a means to quell Algerian cultural patterns and stimulate 
the formation of 'mixed intellectuals' in order to create a 
cultural dilemma in the society (Pervi1 le : 1984:17-18) . Thus, 
being talented and having all the intellectual qualities to 
undertake the schooling process could not be of any assistance 
to Algerians, unless they showed a liking for French culture, 
but without any excess, otherwise, they would be labelled as 
'bad' 'pretentious' and 'amateur'.(See diagram 3)
Above all, colonial schools were characterised by rigorous 
selection. In effect, a study of the social origins of 
Algerians enrolled in colonial schools shows that, seldom were 
there Algerians capable of entering educational institutions, 
unless their admission was guaranteed by their social status; 
otherwise they exclusively achieved the first cycle of 
education: i.e primary education. Such a selective procedure
was true at the highest level of institution (See Appendix 1)
It was solely based upon socio-political criteria. It is argued 
that those who graduated in French 'lycees‘ and universities
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did not lack the series of conditional criteria set up for 
these purposes.
Indeed, their parents were often, if not always, placed at the 
forefront of the society. Their functions were of 'Bachaghas',
'A g h a s ', 'Caids', lawyers, translators, doctors and almost 
occupying important positions on the French administrative 
ladder. In other words, education was provided on the condition 
that students' families would perform loyal services for the 
dominant society. For instance, to report any sort of political 
organisation, condemn recalcitrants and quell local 
demonstrations (Ydroudj: 1984:16-17) , because, Frenchmen were 
unable to control the whole territory and establish direct rule 
over the Algerian society.
In this respect. Von Sivers states that 'the idea of direct 
rule was actually fiction nurtered by colonial officials 
anxious to show a sceptical public of settlers and metropolitan 
Frenchmen that the notorious Algerian resistance against 
colonial rule had been effectively squashed' (Von
Sivers: 1982:116) . Henceforth, colonial officials appointed 
Algerian administrators in order to attain an overall control 
and establish a socio-political hegemony as 'the manipulative 
powers of the French clearly were limited' (Von
Sivers: 1982 :118) . Although, there were some muslim students at 
different levels on the educational ladder they clearly, were 
enrolled in complementary courses or were directed to some 
'modest' openings (See Appendix 1). For instance, Pervilie's 
study shows that there was one muslim pupil out of four in the
99
' lycees' (secondary education) , one out of six at the end of 
the cycle. After the competitive examination, one out of seven 
was eligible for higher education (Pervi 1 le .-1984: 23) .
Outlining some wartime Algerians 'leaders biographies Quandt 
shows how socialisation within a given geographical zone 
influenced the political tendency of reforms. The example of 
Ferhat Abbas, the leader of the liberals, is significant in 
this respect. He, in effect, was socialised within a 'commune 
de plein exercise' which was amended and officially 'formed 
wherever a sizeable european population existed and here the 
full French system of local government operated as it did in 
France' (Quandt : 1969:73) . In addition, to the influence of 
socialisation one has to estimate the role played by formal 
education which shapes the political current through its 
curriculum and values which, in turn were adapted from a 
typical metropolitan education. This did convert many liberals 
who could not identify with the people. Quandt provides the 
reader with some significant examples about the role of social 
status as a sponsoring yardstick for some Algerians, who were 
able to attend the best schools (Quandt : 1969 :46) .
The very first operation achieved by schools was one of 
sociological isolation which extended to sexual segregation. 
While some Algerians males were making their way through the 
educational channel, females were left aside by the system. 
Pervilie estimates that in 1954 there was only one schooled 
girl out of four males in primary education. The female ratio 
decreased with level, where one girl was included in a group of
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seven in secondary schools and just one out of twenty in higher 
education (Pervi1 le : 1984: 23) . Henceforth, it is plausible to 
advance that colonial education was granted according to socio­
political criteria, set up by colonial officials to limit the 
total numbers of enrolments and allow an already selected group 
to benefit from it. The double impact of such organised policy 
becomes clear : to alienate the educated group from a socio­
cultural standpoint, and to utilise them for subservient 
activities from a political angle.
Colonial education in Algeria did not present a single case, as 
in every colonial situation, schools have the same aspects and 
aims to the established objectivés of stratification and 
selection (A1tbach;1 978P: 3—4) . Under the weight of such 
educational circumstances, the population had been carrying 
feelings of discontent and resentment, not only because the 
elite was to be assimilated in the French cultural life, but 
because they remained illiterate for generations. However, the 
point to be highlighted concerns the fact, that in such a 
situation the majority of the population remained unaffected as 
education was not expanded to its members on a large scale. As 
a result, colonial education did limit the diffusion of French 
ideology.
In effect, Moore, rightly remarked this unilateral impact of 
education ’(...) French education was the most obvious sign of 
elite status in the modern sector of colonial society. To be a 
member of modern elite (...) a French education was virtually 
mandatory' (Moore : 1970 : 47) .
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Through education France was capable of creating an
intellectual aggregate and disengaging an Algerian group to 
rule indirectly. 'Thus according to this assumption, even 
though French colonial officials never ruled the Algerians 
directly, they at least seem to have successfully replaced the 
traditional tribal elite with their own body of nameless,
faceless underlings' (Von Sivers: 1982 :116) .
The majority of the population was left aside and took refuge 
in other types of educational institutions that had quite 
different openings, curriculums and structures. A close 
confrontation of the basic studies in both systems indicates 
the constant intellectual conflict between the members of both 
systems with specific reference to their hierarchical 
structures (See Diagram 4).
The striking aspect of stratification is often related to 
social organisation, type of education , its openings and 
prospects, which in turn, enabled students to ameliorate their 
social position or even lift it at higher levels of the 
hierarchy within the family, the group, the tribe or the
society. This is in contrast to the French protectorates in 
North Africa, namely, Tunisia and Morocco.
It is argued that the traditional elites in these countries 
owed their existence to a double factor : In the first
instance, to the passivity of the members of the elite or the 
overall domination by French officials. And in the second 
instance, to the French protection of all the existing elites 
who joined the fractions of indirect rule, '(...) rather than
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destroying traditional elites [Tunisian and Moroccan] as in 
Algeria, the French protected them and gradually won them over, 
conditionally to their side, to act as agents of indirect rule' 
(Moore : 1970 :44) .
Moreover, the Algerian case was aggravated by a total 
colonialism (Bourdieu:1974:5) characterised by '(...) an 
unrestrained domination of the whole society at all levels 
based on the negation of the social, cultural and economic 
order of the colonised country' (Hermassi: 1972 :57— 8) . In the 
same sense an official of the French administration described 
the colonial activities in the following words as quoted by 
Moore :
"Everywhere we have put our hands on these revenues 
[land and religious institutions] (...) we have ruined 
charitable institutions, dropped the schools and dispersed 
the seminaries. Around us lights have been 
extinguished, and the recruitment of men of religion and 
men of law has ceased. In other words, we have rendered 
muslim society more miserable, disorganised, ignorant and 
barbaric than it was before knowing us" (Moore : 1970:42) .
It may appear paradoxical that the policy of alienation was not 
compatible with the general policy of the French mission in 
Algeria. However, Frenchmen did have an effective placement in 
education which selected a small entity of the liberals - 
vulnerable- who were accessible from a socio-political 
standpoint. All the influence was unilateral and had behind it 
major sociological factors that made it operational on the one
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hand and had other activities that made it short lived on the 
other. These activities were led by a religious opposition 
organised and structured within the general religious life. 
Therefore, the liberals were under two kinds of influence that 
can be expressed in the following diagram.
Diagram Structure of the bicultural influence upon the
1iberals.
Top
French
Culture
Liberals
AlgerianCulture
Traditional 
elites
Population
Bottom
Since the earliest days of French establishment, such a policy 
was always borne in mind and constituted the motor force behind 
colonial educational policies. They were basically intended 
for social stratification, and consequently, fostered socio- 
linguistic cleavages. Within this framework, there is a total 
consensus among observers that the Algerian student population 
was homogeneous, in the sense that it originated from the same 
sociological stratum, because secondary education was not 
universally extended to the masses. Taouti gives the example of
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the first accountant whose father enabled him to be trained in 
the first public school in Algeria at that time, because he was 
a teacher promoted to school headmaster (Taouti: 1981:42) .
What sociologists tend to loose sight of, is the striking fact 
that in imposing a sponsored education and highly selective 
school, there always was unilateral impact and a negative 
response from the masses. That is to say, there was a limit to 
the reproduction of the dominant ideology. That is not to say, 
that there was not an influence upon the cultural structure, 
especially with regard to language. However, the questions that 
must be debated concern the failure of the liberals to rally 
the people. Why did they advocate moderate reforms at first 
and, then joined the public mobilisation?. How did the other 
groups prevail and dominate the political sphere?.
The very selective structure of French schools resulted in a 
new system of stratification within Algerian society, 
previously based upon traditional traits. As French education 
became a prequisite to be a member of the elite -during the 
constitution of the liberals- the cultural conflict was 
intensified and a compromise with the masses was likely to 
happen. Because, even the former benefited from the privileges 
of French culture, it was deprived of an authentic culture to 
be identified with, as shown in the following contrasting 
notes.
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Liberals 
Urban socialisation 
Modern education
French schools, Lycees,
Liberal function; urban clerical jobsteaching, technical training
Socio-cultural assimilation 
and equal rights with French 
nien
Rejection of Liberal's demands
Change in the political 
demands
Ulemas
Rural socialisation
Traditional and religious 
education.
Mektebs, Medersas, Zaouia
universities, Charia'a, religious imams, rural, clerical jobs,
Arabic is my language,Algeria 
my country and Islam my re 1igion.
Masses of people joined.
Maintain total independence
Both groups joined the FLN in 1954
Under such circumstances, it is rightly remarked that political 
reforms were established according to various parameters that 
could constitute a limit to their spread. The previous 
examination of French education tends to show that this device 
contained the seeds of the limit of its usage within the 
sociological spheres, because it never gained mass support nor 
an intensive rallying of the culturally oppressed fractions. As 
a result, the school contributed not only to the failure to 
create political tension - succeeded in cultural terms by 
creating linguistic cleaveges- but also in the awakening of the 
feelings of resentment of the mediation group, namely the 
1iberals.
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2°) Selective Schoo1 : Mechanism of Social Stratification
Wartime was characterised by social variations in the emergence 
of political elites. Everyone was linked to a specific cultural 
background and was channelled into a tendency, advocating 
different demands, reforms and transformations. This is due to 
socialisation and formal education that played an important 
role in social stratification and had divided the society into 
spheres of interests. Hence, students of the Algerian elites 
place a strong emphasis upon the immediate role of education in 
shaping the political tendency and stratifying the society from 
a social point of view (Moore : 1970 :56-57) (Ydroudj: 1984 :15-18) .
In effect the official charter of Algiers divides the Algerian 
society into four different social strata, including the 
intellectual class which is the consequential result of 
colonial policy in education. This social stratum maintains a 
key argument which places it in the forefront of society. This 
argument, concerns the solution to the economic and social life 
of the country that could only be in the hands of its members 
(Charte d'Alger:1964:34-37). This group was a 'social priority' 
of French policy, which concentrated on training a minorityl 
group to ensure socio-political hegemony and perpetuate the 
exercise of power within a certain fraction of class 
(Nkrumah:1972:44).
Contact of some Algerians with French culture meant social 
differences and a new life-style around the 'commune mixte', 
where there was no lack of job possibilities and social 
opportunities. This was not the case for the zones where the
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majority of the people lived. The division of the country into 
compartments of interest revealed that there were differences 
between Frenchmen and Algerians on one hand, and between 
Algerians themselves on the other.
At this point, it might be rightly noted that the curriculums 
of French instruction reflected separate objectives and aimed 
at specific ideological goals. In effect, some intellectuals 
who attended these schools displayed typical French cultural 
patterns in all their dimensions. Moreover, they identified 
themselves with France, until they realised the brutal 
repression and the practices of unrestrained colonialism in 
May 1945. The writer Kateb Yacine expressed the psychological 
impact of the massive killing, as quoted in Humbaraci :
"My humanitarian feelings were first outraged by the 
ghastly sights at Setif in 1945. I was sixteen years old 
and 1 have never forgotten the shock of that merciless 
butchery which took thousands of muslims lives. There at 
Setif the iron of nationalism entered my soul. There have 
been, it is true, other factors: the economic and
political alienation of my people in their own country, 
for instance. But, it was particularly this betrayal of 
values which the French had given us which opened my 
eyes" (Humbaraci: 1966 :45)
The academic milieu of education was organised in such a way 
that many Algerians left schools, narrowing the range of choice 
for their careers, because 'to each level of education 
corresponds a specific degree of freedom. In a society in which
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87 percent of the people have no certificate of general 
education and 98 percent no certificate of technical education, 
possession of a trade proficiency diploma or a certificate of 
primary education give an enormous advantage in economic 
competition; a minute difference in level, such as that between 
someone who can read and also write, produces a quite 
disproportionate difference in chances of social success' 
(Bourdieu; 1979 (a) ;34) .
This is the model of school established in colonial Algeria 
whose purposes were to train a 'sub-intelligentsia' 
(Bourdieu: 1979 (a):35) and use them as agents for indirect
rule. It was also intended to manipulate it according to French 
values and culture.
3 “) Essence of an Algerian electorate and a class of mediation
Various consequences followed from the establishment of 
colonial schools. The striking one, is that of the social 
stratification based upon the monopoly of knowledge. In effect, 
some Algerians were ready at hand to be trained and appointed 
to the administrative apparatus. Consequently, their 
appointment at the middle level of administration provided them 
with the keys to running society's affairs. The dialectics of 
elite emergence is viewed by Von Sivers from two parallel 
perspectives :
On the one hand, selection by French of some members linked to 
them by education and social status, and on the other hand by, 
self reproduction of the elite it self.
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'The French colonial officials may have successfully 
manipulated the Algerian elite through their control of 
the selection process, but the elite in return 
successfully manipulated the French by renewing itself 
continuously in ways which were beyond the letter's 
control and by maintaining its monopoly of local power' 
(Von Sivers: 1982:117) .
With significant opposition from religious sources, the elite 
was able to establish its entity within a conflictuel context 
and cultural struggle. However, its hegemony did not expand to 
important dimensions and was limited to certain areas of the 
social sphere, within pre-determined geographical zones. 
Indoctrination of that elite reached its peak, as the 'évolués' 
displayed a strong will of co-operation with colonial officials 
whatever the matter at stake, to receive in return social 
privileges related to education and economic activities. It is 
argued, that the educational policies set-up by Frenchmen must 
be explained by the very socio-political exigencies to dominate 
the prevailing tribal order, whose structure prevented colonial 
expansion. Therefore, such groups were greatly needed to 
overcome social difficulties contained within the socio­
political organisation of Algerian society. Needless to say, 
that schools did respond to colonial prospects of control and 
domination and were supposed to be the only medium through 
which the recruitment of agents was ensured and successfully 
maintained (Turin : 1983 : 257) .
Overall, this is the main and common situation in many, if not
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all, colonies where education is often confined to the
elementary level and foreign values and culture intrude so as
to eradicate any form of resistance and to dominate the
colonised societies. However, in Algeria, like in the other
North African countries there was a cultural phenomenon that
confronted the emergence of colonial elites. It is referred to
as the 'free school phenomenon' or the religious institutions (17)(Damis: 1974) .
4°) Religious institutions versus colonial schools
Having examined the structure of colonial schools and revealed 
the ideological limits they contained, for they were not 
intended for all social classes, with regard to their socio­
political basis and objectives they aimed at. In other words, 
French officials created schools where the 'needed elite might 
be trained' in order to rule, because 'France could not control 
Algeria without the co-operation of at least some Algerian 
elites' (Heggoy: 1979 : 430) .
The following section tends, also to approach the social 
stratification French officials operated through the same 
device. The emergence of religious institutions is often 
connected with the emergence of the 'Association of the ulema's 
and more specifically with the person of the scholar Ibn Badis. 
In effect, the idea emerged in 1924 when he contacted some of 
his colleagues to found the 'Intellectual Fraternity' that 
could group all the Arab-speaking literates, harmonise their 
efforts to establish Arabic education and unify their religious
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doctrine' (Merad: 1967 :119) .
The socio-cultural conditions were adequate for the ulemas' to 
establish their own "religious party" whose aims were adequate 
to counter the French policies of cultural alienation and the 
true diffusion of religion through the available means 
(Merad: 1967:125) . Henceforth, they established an exclusive 
education for people from humble social origins, but there 
were also some elements from the high social classes whose 
religious conservatism prevented them from attending colonial 
schools (Merad: 1967 : 346— 347) .
The aim of this school was clear and simple: Inculcation of
religious principles that would be the guidelines for daily 
life and collective behaviour. The means of communications were 
limited, and the staff lacked scientific knowledge. Thus, the 
curriculum, even if it contained some scientific subjects could 
not challenge colonial education. Nonetheless, these schools 
contributed to providing the people with the basic skills of 
reading and writing, and sometimes trained future teachers. 
(Damis: 1974 : 443)
The religious elite was traditionally organised and had the 
moral responsibility for quelling the spread of French ideology 
by providing students with the adequate and true is.lamic 
doctrine. Thus, religious education differed from that provided 
by colonial administration in modern schools. As a result, it 
needs a close examination in order to consider its impact upon 
the formation of nationalism and to contrast it with the French 
education in many aspects; organisation, curriculum, enrolments
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and the like. Above all, this education was not established for 
stratification purposes or social differentiation, because it 
contained the seeds for equality and co-operation between all 
its members.
Koranic reading places had existed in Algeria since the 
earliest times. However, instruction in these premises did not 
go beyond memorising the holy Koran and its interpretation 
according to 'fikh'. According to Merad, the main aim of the 
reformist movement throughout the islamic world concentrated on 
'preaching the moral rearmament of the community, driving [the 
community] to the real faith and the restoring of the tradition 
of the prophet' [peace be upon him]... (Merad: 1984:17-18) .
Above all, the ulema established an educational network through 
which they achieved the basic objectives and treatened the 
French education. As a result, French officials retaliated and 
even closed many of the 'free schools'. Prior to further 
discussion, it is worthwhile presenting the premises where 
education was carried out and cultural sets transmitted. Like 
elsewhere in the islamic countries, there existed in Algeria 
three different kinds of schools. In other words, the academic 
process was pursued through complementary institutions with 
differential intellectual hierarchy with respect to knowledge.
First, mektebs were the starting point of religious education, 
and they were linked to 'mosques' which performed a socialising 
function at this low level. Second, and more important than 
mektebs, were the Zaouias which ware established as an 
equivalent of religious training centre. It performed the
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duties of pure religious studies in the Arabic language until 
Frenh officials included French as a second language 
(Heggoy:1979;430)- So as to encourage enrolment of the 
deprived and help them to ameliorate their condition and 
ultimately swell the outputs of educated people, these schools 
provided their students with the necessary educational 
materials, including occasional meals.
Advanced Islamic studies were performed at a higher level, 
namely, medersas whose students were graduated 'tollabahs* and 
whose curriculum was much more varied and advanced. Besides, 
Koranic and religious studies, maintained in the medersas, 
other subjects were included, i.e : grammar, logic, geometry,
and arithmetic. In other words, it was an encyclopaedic 
institution given to students under very difficult 
circumstances, such as the dearth of qualified teachers In 
scientific subjects (Merad: 1967 :346—347) .
It is worth noting that at this level of studies instruction 
was graded and individualised, since each taiib (student) could 
advance according to his own intellectual abilities. According 
to foreign observers, this graduation was intended to reproduce 
the corps of the Ulema at a rapid pace , so as to supervise the 
practices of Islam and to extend education as far as possible 
to the masses (Eick:1965:28).
The structure of the medersa is well documented in the thesis 
of that author in his comparative study of French influence in 
Tunisia and Egypt. To quote him:
‘Although there were grades or levels of competence to be
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passed; it must be understood that no grade was of fixed 
duration, there were no specific examinations and passing 
from one grade to another was a purely individual matter. 
Students were free to listen in on what ever lectures and 
lecturers they chose. When a lecturer or a teacher was 
satisfied that a pupil had mastered the book or books 
pertaining to that level, a licence [Icaza] was issued 
and the pupil was eligible to try the next licence (...)' 
(Eick:1965:30).
As stated, most of these schools were modest institutions for 
they were not involved with modern education for many reasons, 
because they lacked trained teachers in the scientific field 
and were short of adequate references. The basic courses taught 
in most medersas were structured as in the following chart 
which also shows the intellectual ladders in the training of 
religious scholars.-
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Chart 2. General organisation of a Medersa. (Eick: 1965:31) 
(Religious Seminary in 18th Century)
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\
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6
Lowest class 5 
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Recitation of the Koran
Parallel to the existence of reading places, mektebs and 
medersas, there were rural Zaouias. These were the very 
traditional premises that existed in every region. They were 
the medium of contact between religious men to exchange 
techniques of organisation and collaboration. Moreover, they 
were the basis of the constitution of religious brotherhood 
throughout the country. Thus, they were known to be the 
platform of religious resistance and 'source of intoxication 
against the coloniser's school (...) and against any measure 
taken in hand' (Colonna: 1975 ; 29) . For these reasons, French 
officials put these institutions under close surveillance wh^ch
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resulted in closing many Zaouias because they were always 
involved in political matters. They were the political meeting 
places, the premises of political information and centres of 
consultation for political actions.
Their socio-political activities were closely controlled by the 
French administration and many of them saw their actions ended 
by colonial pressure and military measures. As an example of 
the dynamics of these institutions, suffice it to say, that the 
enemy of France, namely, the Emir Abd-El-Kader was socialised, 
trained and educated in one of the zaouias of the west. The 
double effect of colonial control upon zaouias, bred more 
mektebs and medersas where the majority of the people attended 
and completed the informal curriculum. The second effect was 
one which enhanced the cultural position of the assimilationist 
policy of french schools until the 1930*s, when this concept 
became a 'dead* one (Ente 1 is : 1986 : 39) .
With respect to the number of students enrolled in the 'free 
school', it is very difficult to give detailed figures. The 
only ones available are provided by Damis who has estimated 
the statistical situation as follows:
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TABLE 8. Total number of schools and number of students 
(1930-1956).
Ye ars
No of Schools No of Students M F School closed
1930 ? 833.000 ? ? ?
1934-35 70 3000-500^2 ? ? ?
1936-37 100 4000-7000 ? ? ?
1938 150 ? ? ? Many
1947 40 6000 ? ? ?
1952 55 9802 6545 3257 ?
1954 110 20,000 ? ? 19
1956 91 16,679 ? ? 59
Compiled by the author from D a m i s (1974:441—442 and 445) .
Damis exposes the situation of the 'free school' in 1950 in the 
statistical form as compiled by the author:
TABLE 9_. Number of religious schools in Algeria according 
to status and region.
Region Opened Closed Teachers Students
Algiers 22 6 90 5889
Oran 2 32 4 217
Constantine 19 21 125 8366
Total 43 59 219 14472
(Damis; 1974 ; 448) . (Figures compiled by the author according to 
region and not to towns as given in the reference).
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The difference in the structure of these 'schools'and the 
contrast in the curriculum went beyond the realisation of a 
cultural autonomy. Thus, their influence penetrated all social 
classes with respect to the formation of nationalism. That is 
why, the liberals advocated the same solution to the situation 
and demanded independence for Algeria (Hermassi:1972:93).
To make their policy more influential, the Ulema's issued many
newspapers where they voiced the people demands, and recalled
the history of Algeria. Through the media, the reformists could
bring together religious men and muslim politicians without any(20)ideological distinction through the following process of
education :
Diagram 6. Process of religious formation
Socialisation 
in families
Socialisation in Zaouias' 
Reading in mektebs 
Education in medrassas 
and specialisation in 
religious and general 
Curriculum
Arab Universities 
Zaitouna (Tunis) 
El-Azhar (Cairo)
Above all, the impact of the reformist intellectuals who 
successfully managed to finalise their stated objectives was 
due to two factors:
'Gaining political ground without loosing cohesion, the 
reformist school had to be organised in two parallel 
lines. The organisation had to create in itself an 
authority for the direction of the medersas, and in the
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second line, that it conferred to this organism the real 
powers' (Chevri1 ion : 1950 :9) .
Henceforth, the French intention to create an elite in order to 
rule and through which it could 'make religious life' obscure 
and malpractised (Hermassi: 1972:72) was limited and confronted 
to the contents of the Ulema's education because, mektebs, 
medersas as well as Zaouias were interrelated institutions, 
which performed counter cultural actions. Thus, it is estimated 
that they were the adequate and the commensurate 'means of 
reforming Islam and receiving an interest in Arabic language 
and culture' (Ente lis : 1986 :44) .
This is the conclusion that one might reach in analysing the 
formation of the traditional elite which effectively countered 
colonial education and homogenised culture in Algeria.
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Notes
Chapter Two:
(1) Noushi and ai present a good description of the Algerian 
life before the expedition(Noushi and a l : 1960 :65 :136) .
(2) In 1587, the Ottoman empire expanded its rule to the Hafcid 
kingdom settled in T u n i s i a (Lacoste and al:I960:141).
(3) Sociologists acknowledge the fact that they face enormous 
problems in translating the original concepts used for IIm El- 
O m r a n :i .e : social life, culture, science of civilisation etc... 
(Lahbabi:1968:17ff).
(4) In 1934, the French Baron de Slane translated it [Assabiyal 
by "esprit de corps". The Ottaways refer to it by 
"clannishness".
(5) Noushi and al shares Lazreg point of view and present the 
various measures used by France to appropriate arable land. See 
(Noushi and a l : 1960 :195-210) .
(6) Saadallah estimates that the 'fan event' undermines the 
real causes that fostered the French aggression. He states 
quite categorically, that France invaded Algeria for: a) Gain 
of popularity for the 'unpopular' regime, b) refusal to pay the 
debt contracted by France, and c) competition with other powers 
to get overseas colonies (Saadallah:1983:9).
(7) The well known French historian has documented this subject 
by historical facts providing the reader with an objective 
analysis of the socio-political conditions that were behind the 
military expedition. See E m e r i t (1951).
(8) Many historians have devoted their interests to the study 
of the Emir's religious resistance, his effort to build an
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independent state and his impact on contemporary politics. see 
Churchill(1971), Danziger(1974) , Saadallah(1983:173-178) , 
Latai1 lade(1984) and Ente 1 i s (1986 : 24-31) .
(9) Quandt considers this group as an aggregate of liberals and 
radicals. He refers to them as being the politicians 
(Quandt : 1959 :151) .
(10) Ente lis considers that the acquiescence dated from the 
last suppressed uprising of 1871 until 1919 (Ente 1 is : 1986 :32) . 
However, this statement neglects the military resistance of the 
south whose domination was completed after that date 
(Gordon:1962 :14) .
(11) An analysis of the biography of Ferhat Abbas, for 
instance, shows that the type of socialisation and education 
were very important in shaping his views and political demands. 
In this respect see (Ageron and Boulares: 1987 :71—79) .
(12) Political conflict bred revolutionary consensus between 
the different fractions of the Algerian wartime elite. R evere‘s 
work has documented this political tendency in his research 
about Algerian consensus (Revere : 1970 : 46-143) .
(13) Legend for Table 5 :
1) Including agricultural training -2) Number of students 
at Nov. Probably 500 remain to be registered —3) 
Students not registered at the faculties -4) Excluding 
auxiliary teachers at professional centres.
(14) Amongst those who encouraged this socio-political tendency 
was Hardy with his book 'la conquête m o r a l e ' . For sociological 
analysis of cultural alienation refer to (Benabdi: 1980 :37—44) 
and (Ibrahimi:1981:11-24).
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(15) This is true in all colonial situations. where the 
dominant group always tries to diffuse its own culture and 
ideology and simultaneously oppresses 'native' culture. For 
example England had carried similar actions in colonial Burma 
and many attempts have been made in this respect. See 
(Tipton:1974:1-8) (1976:19-29) and (1981:22-32).
(16) Legend for Table 16 :
a) Incomplete, b) One girl, c) Six girls, d) Source: Egalité 
no. 60 ,\ an I 1947. (Source: Statistique Generale and Annuaire 
Statistique de 1 'Algérie)
(16a) Legend for Table 16(a) :
a) Source : Expose de la situation Generale en Algérie, b)
Including Tunisians and Moroccans from 1954 to 1958, c) From 
1958-59, the figures consider students registered at 
university centres of Oran, Tlemcen and Constantine.
(17) For comparative purposes on the emergence of Koranic 
schools and religious institutions in the Maghreb, namely, 
Algeria see Merad(1967) and Heggoy (1979), about Tunisia and 
Morocco Damis(1974) and about Libya Shebani(1986:151).
(18) Probable figure (Damis: 1974:442)
(19) Merad estimates the total number in 1934 to be 30,000 
(Merad 1967:338).
(20) In his study on Islamic reformism Merad cites some 
newspaper titles printed by the Ulema's association to voice 
their demands and echo them to the people. Among the 
newspapers: El-Muntakid (The Critic), E1-Shiheb(The fire), El- 
BassairCThe seeings) , El-Islah(The reform) (Merad: 1967 :185) .
CHAPTER THREE
SECTION ONE:
I INDEPENDENCE AND UNIVERSAL EDUCATION
1) Administrative vacuums and urgent solutions
2) Investment in human capital,
3) A tripartite dimension of development,
a) Industry,
b) Agriculture,
c) Culture.
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I INDEPENDENCE AND UNIVERSAL EDUCATION
This chapter focuses upon the situation of Algeria after 
independence and the socio-economic implications which resulted 
from the colonial policies with respect to the social, 
economic, political and cultural milieus. It is important to 
approach the structural situation of Algeria, to understand the 
political current that influenced the governmental reforms. 
For instance, prior to the radical reforms in the sectors 
alternative procedures had been introduced to meet the needs of 
the economy and to face the colonial heritage. For this, an 
examination of the economic activities and the solutions 
undertaken will be highlighted to consider the colonial impact 
on both economic and cultural structure of independent Algeria.
The second point that will be debated concerns the policies of 
investment in human capital. Another equally important point in 
the general analysis, is the reforms viewed as part of the 
tripartite revolution covering the vital sectors of the 
economy, deemed important for any country that emerged from an 
intensive and extensive colonisation.
1) Administrative vacuums and urgent solutions
Following independence, Algeria was faced with numerous and
foserious problems relating its economy, society, administration 
and educational structure. Specialists in economics explain the 
situation from which Algeria emerged by two Interrelated facts:
In the first instance, it was intended to be a colony 'de mise 
en valeur', that is to say a source of income that could
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contribute to the process of the accumulation of capital for 
the Métropole.
Second, Algeria was just a'colony of settelement'developed 
wherever a small minority of colons settled (Raffinot and 
Jacquemot: 1977: 26-27) . In this sense, the number of colons had 
been increasing: There were 410.000 in 1881, 752.000 in 1911
and 922.000 in 1948 (Murray and Wengraf: 1963:16) . Pautard 
estimates their number in 1962 to have been 1.320.000 in the 
whole country (Pautard: 1987 :32) .
As a result of these two parallel aspects, the inherited 
situation is always labelled 'disastrous', because no real 
infrastructure was set-up to develop or modernise the colony 
(Benhouria: 1980 : 224) . Writing before independence. Dumoulin -a 
French economist- considered the Algerian economy as being an 
'assymetrica1 structure'involving two contrasting sectors 
(Dumoulin:1959:18-24). The same statement is made by Fanon-who 
voiced a total independence for Algeria- arguing that one 
Algeria has become two Algerias with respect to politics, 
economics, culture etc... because 'for settlers, the 
alternative is between (...)an independent Algeria and a 
colonial Algeria.,.' (Fanon : 1963 : 70) .
This dual situation is defined by Amin . as a structure 
characterised by the existence of two opposed sectors: On the
one hand ' a rich and dynamic modern urban sector' and 'an old 
fashioned stagnant and impoverished rural sector' on the other 
(Amin : 1970:28) . Given this image , it is very difficult to 
divorce the economic aspect from the French policies in
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Algeria, because colons did not invest in industries for the 
production of goods. They limited their concentration upon 
extractive industries to achieve capital accumulation
(Raffinot and Jacquemot: 1977:20 and 30— 33). This economic 
aspect is true for many, if not, all colonial situations 
because, as Ake notes, its process seeks the penetration of 
the local structure so as to accumulate capital for the 
Métropole (A k e : 1981:32) . Moreover, the Algerian case was 
considerably aggravated by the last defenders of the French 
mission in the central part of the Maghreb.
Indeed, they organised themselves and founded a terrorist 
organisation, namely 'L 'Organization de 1'Armee Secrete'. It 
was a right wing organisation whose objectives were to paralyse 
the very few vehicles by which life and development were 
sustained.
In 1962, it established numerous strategic and dynamic targets: 
i.e: public administration, hospitals, schools, colleges
etc ... had been blown-up in the capital and other cities. 
Moreover, the university of Algiers -the unique at that time- 
was burned down, its books destroyed and every single 
statistical record and historical archive taken. In addition, 
it is this organisation that played an important role in 
convincing the settlers to flee the country in droves. It was 
also this organisation that performed terrorist actions within 
the civilian community.
The first president has well documented the economic situation 
and the chaos inherited after the massive exodus of europeans
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some months after independence:
"Every one remembers the situation we inherited. 
Everything was deserted-communication centers,
prefectures, and even administration- so vital to the
country. When I entered the prefecture in Oran I 
personally found just seven employees instead of five
hundred who had previously worked there.
The departure of the French attained a proportion of 80
percent, even 90 to 98 percent in some services such as
the highway department. And to all that you must add the 
loss of all statistical records burned or stolen" (Ottaway 
and Ottaway: 1970 :10) .
At this stage, it may be stated that when the new government 
took over the direction of economic and political affairs, they 
found a disorganised economic structure; shortage of 
administrative and technical manpower, inert educational 
institutions and paralysed economic establishments at different 
levels of activity. Henceforth, it was estimated that the 
departure of the settlers had a negative impact on the 
solutions and the alternative procedures taken later on, and 
deemed indispensable for the "réanimation" of the socio­
economic infrastructure.
Lucas observed this phenomenon and argued that in order to face 
the administrative deficiencies, the government resorted to 
transitional procedures. With respect to industrial sectors he 
noted the nomination of the military personnel at the head of 
the enterprises so as to maintain their circulation and sustain
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the economic life at least at the national 
level(Lucas:1970:300). The same situation was noted in
education. Haddab's analysis and description in this matter
remains very relevant. He estimated that the only alternative
in the short term was to nominate some " moniteurs" to reopen 
the educational buildings. Their number increased between 1963 
and 1970. There were 10.988 in 1963 and almost 17.000 in 1970 
(M. Haddab:1979:128).
Similar actions were undertaken by the government on the socio­
political, front in order to get popular support and remedy the 
situation: First, the action of mobilising the entire natural
resources and second, the recuperation of natural resources
which were deemed to be the major source to finance of 
development plans. Indeed, nationalisation began as early as 
1963 with the creation of t h e 'Société Nationale' in the mining 
sector and ended with the recuperation of hydrocarbons on 
February, 24. The process of control was a channel towards the 
institutionalization of new type of industrial relations 
because' (...) nationalisations institutionalise a type of 
social integration with the working class'(Granou:1977:44).
In the Algerian case, as in most developing countries, the
statement put forward by Ente lis is very plausible when he 
states that the ruling class was profoundly 'convinced that 
true national independence could only be realised through 
control of national resources and through industrial 
development' (Ente 1 is : 1986 : 112) . Because the whole programme was 
traced in the Soumam platform, Ottaway points out that 'Algeria
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was already clearly committed to a socialist revolution before 
it became independent' (Ottaway: 1972 : 268) .
Other students argue, that in the absence of a capable 
bourgeoisie to invest the state was the powerful institution to 
do it because, it was the only class vested with political 
power (Lazreg:1975:37). Benhouria shares this point of view in 
marxist terms as he considers, that the capital of the 
Métropole was hegemonic. For this, he states that the Algerian 
bourgeoisie was subordinate and had no real chance of evolution 
in the important economic sectors. Thus, after independence the 
state was the the ‘u n i q u e ’ institution able of control and 
invest because resources were public and not private 
(Benhouria:1980:223-238).
For their part the authors of "Le Capitalisme d'Etat Algerian", 
consider the context and the implications that resulted from 
the absence of a strong bourgeoisie. Hence, they estimate that 
the Algerian bourgeoisie was petty and relatively non-existent 
because it could not develop its competitive potentialities for 
economic participation. Moreover, they argue that the ‘massive 
settlement had bred the decay of wealthy families and the 
emigration of the learned bourgeoisie', and they conclude that 
the result was 'to deprive the country of an essential element 
for social integration and national continuation'(Raffinot and 
Jacquemot: 1977 : 39) .
Overall, there is a universal assumption concerning any country 
that emerges from a colonial situation when it comes to 
economic investment. It is argued that any action taken in
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this respect should be known as the 'indigenization‘ of the 
economy in an attempt to'(...) protect their political 
independence and control their economic destiny' 
(Adedeji:1981:31).
At this stage it is important to grasp the general context in 
which those actions were developed in a such short period. 
Ente lis notes that the commitment of the state to a rapid and 
centralised development run by the national firm is due to the 
fundamental socio-political context in which the process of the 
actions evolved. He referred to this as being 'a radical 
nationalism' (Ente 1 is : 1986 :112) .
Leca attributes the whole process to another concept, namely, 
'populism' since 'populism' explains Leca 'is one [system] of a 
society unified by the general will and [is] in conflict with 
other societies that it accuses of domination'(Leca:1975:124). 
Hence, populism is based upon two major principles: 
a) 'the supremacy of the will of the people, which is 
identified with justice and morality, over all norms' and, b) 
'the importance of a direct para-institutional relationship 
between the people and their leaders' (Leca:1975:121). However, 
Leca emphasises that these principles rely on other components 
in order to be operational in the social structure. Among 
these, the most important for Leca is the religious factor that 
groups and link all the social strata in Algeria, because there 
are no ethnic differences (Leca: 1975 :121) .
2) Investment in human capital
Proponents of the theory of investment in human capital tend to
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place a strong emphasis on the role of human capital in the 
process of development and economic growth as well as the 
improvement of one's social status, through the various and 
interrelated policies of human resources. For instance, 
Harbison argues on many occasions that the development of 
nations is equated with the development of human resources. To 
quote him:
'Capital and natural resources are passive factors of 
production, human beings are the active agents who 
accumulate capital, exploit natural resources, build 
social, economic (...) organizations, and carry 
forward national development' (Harbison: 1973 : 3) .
In another instance and in collaboration with Myers, Harbison
seems to emphasise more the important aspects of human 
resources, as he defines progress in these terms :
'Progress is basically the result of human effort. It 
takes human agents to mobilize capital, exploit 
natural resources, to create markets, and to carry 
on trade (...). Human resources development, 
therefore, may be a more realistic and reliable 
indicator of modernization or development than any 
other single measure. It is one of the necessary 
conditions for all kinds of growth, social,
political, cultural, or ec o n o m i c '(Harbison and 
Myers : 1963 : 13— 14) .
The focal point in this theory is quite clear and does not need 
further comment. What is worthwhile noting is that other
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proponents of this theory have expressed the individual 
dimension of human capital investment. In this sense, Dubois 
has demonstrated the vital role of education in improving one's 
social status and ameliorating his professional position in the 
hierarchy of the society or the industrial enterprise 
(Dubois : 1971:56—58) . This opinion is quite spread amongst other 
specialists Patten's view takes into account the importance of 
investment in human capital in both its individual and 
collective dimensions (Patten: 1971:12— 13) .
Although, there is a constant conflict between technological 
transformation and human resources as technology is limiting 
the total amount of manpower, the latter remains a key factor 
in modernisation and one of the important vehicles of social 
change because manpower is always 'equated with "labor" in the 
sense of a factor of production' (Patten: 1971:15) .
This model of development recalls the importance of planning 
and organising the available materials and resources in order 
to maximise profits. For this, the model insists that 
development must be based upon a 'policy of organisations' 
which must be strictly followed because it , in turn takes into 
account the different policies by which the process is 
sustained in terms of organisation and planning. Harbison 
refers to these policies as being the ‘economic policy', 
'education policy', 'military policy', and 'labour market 
policy' (Harbison: 1973 : 15— 18) .
Because of the importance of the previous policies, Patten 
insists on studying these policies by all countries in order
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to avoid any misuse or underutilisation of the existing 
manpower (Patten: 1971: 37-38) . This statement is very relevant 
for Third World countries where ‘ poverty, disease, ignorance, 
and dominance by stronger nations, and they are no longer 
disposed to entrust their future exclusively to the forces of 
the m a r k e t , the whim of nature, or the judgement of colonial 
rulers' (Harbison and Myers ; 1964:1) . Algeria is one of those 
countries that emerged from profound colonial backwardness and 
which invests in human capital in order to 'catch-up with 
development'.
For the purposes of the present study, human resources are 
equated with education eventhough they are interrelated 
elements. However, it is formal education that accounts for the 
accumulation of knowledge and skills in the first stage of 
t r a i n i n g T h e  accumulation of human capital may start with 
formal education, but it does not end there. It is a 
continuous, lifetime process, and the knowledge and skills 
acquired during employment are often as valuable as those 
acquired in school' (Harbison and Myers : 1964 :17) .
It is clear from this statement that the process of investment 
in human capital is an integrated one, where the actions of 
many institutions are evolved. but the starting point remains 
school because, any 'country needs educated political leaders, 
lawyers and judges, trained engineers, doctors, managers (...) 
to spur its development' (Harbison and Myers : 1964 :13) . However, 
the situation differs from region to region and some countries 
may face crucial problems in investing in human capital. These
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problems are related to two 'broad categories': First, problems 
related to the dearth of 'high level' manpower with the 
requisite technical competences to run industries and services. 
Second, those which concern the underutilisation of the 
existing qualified human capital in the various sectors 
(Harbison and Myers : 1964:15) .
Indeed, these are the two basic problems facing developing 
countries in modernisation. In other words, the situation in 
these countries is most of the time aggravated by the lack of 
cadres to be in charge of the increasing number of economic 
establishments (Tevoedjre : 1965 ; 17) , Henceforth, it is not 
surprising to note that they embarked on a massive policy of 
education as it is a substantial resource for developing the 
environment. Such a point is made by economists who see 
training and education as an effective medium for preparing the 
young to run the socio-economic services (Temmar:1974:52).
The aspects of education contained in the continuous process 
that takes place in both school and workplace do contribute to 
modernization and to providing technical guidance in the work 
situation. Thus, Algeria embarked on universal instruction 
to; a) minimise the inherited illiteracy, b) to train the young 
for the take-over in the economic sphere.
Indeed, spectacular efforts have been invested in formal 
education and industrial training. After three decades the 
World Bank estimates that, the total percentage of the schooled 
population has been steadily increasing since 1965. For primary 
education it was 68, secondary education 7, and higher
154
education 1. These figures shot-up in 1983 to 94, 43, and 5 
respectively (Magistad: 1987 :18) . The following table gives a 
general view about the evolution of the student population for 
different years.
Table 10 : * Total number of Algerians in primary, secondary,
and higher education.
Years LeveIs
1962-63 1977-78 1981-82 1983-84 1987-88
Primary
educ
750.000 a
2.900.000a 4.179.000 c 5 .0 0 0 ’000• c 5410.000c
Seconeduc
32.000a 596.OOOf 249.396c 900.000e 600,000c
Higher
educ
l.OOOd3.000e 70.000a 79.631c 107.000e 160.000d
Total 783.000 2970.000 4508.000 6007.000 6170.000
Sources: a—Dufour:1978:(34-35); b- E1-Moudjahid: September 1987; 
c-Annuaire Statistique de 1'Algérie 1980-82;
d-Djeghlou1(b) : 1986:33; e-Ente1 is : 1986 : 91 ; 
f-Boutef nouchet:n d : 133.
* Compiled by the author.
These statistical records show some fluctuations in the figures 
concerning secondary education. Indeed, in 1977-78 the total 
number of students was 596.652 falling to 249.396. The 
explanation lies in the method of calculation. The second 
number excludes student in the previous system of secondary 
education who graduated between 1977 and 1981. That is to say, 
the difference is entirely contained in primary education in 
the fundamental school of nine years, which contain the first
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cycle of secondary education i.e ex- average education (First 
stage of secondary education).
The first striking observation which can be drawn from the 
figures is that the quantitative aspect is satisfactory, 
because it enhances the universalization of literacy whose 
percentage is over 95% of the total population at the age of 
school. Thus, Algeria faced some problems of spatial order, as 
a class may be crowded with an average size of 35 to 40 
students, despite the increase in the overall number of 
buildings.(See appendix no 2). With the introduction of the 
fundamental system, that planned more academic premises and 
more teaching staff many problems have been overcome.
Governmental spending on education is in parallel with the 
increasing number of students giving priority to new classes 
lycees, institutes and universities, as well as professional 
training centres. (El—Moudjahid:9th,lOth:1986). In this sense,
all the possibilities have been exploited to achieve an 
industrial integration between the outputs of schools and the 
professional milieu, utilising a complementary cycle of 
formation in the industrial enterprise (Guechtouli: 1987 : 39) .
Education in Algeria is controlled by the government. Two 
ministries are in charge of it. namely. the Ministry of 
Education and that of Higher Education and Scientific Research. 
Organisation and administration of those institutions are 
centrally performed by the government that finance and reform 
according to certain needs. In this respect, it is worth noting 
that in 1976 a new reform was introduced at the primary level
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which consisted of ensuring a continuous process for nine a 
year-period. It is a polytechnic education that seeks 
modernization and performs the formation of skilled manpower at 
an early stage. Such a measure Is very important for Algeria 
whose aim is to develop at a rapid pace and in a short time. 
Thus it is considered to be an effective instrument for the 
quest of knowledge and modern technology, and as a technical 
process to master new techniques and implement them in the 
socio-economic milieus.
Henceforth, it appears important to contrast the structure of 
the colonial system and that introduced by the reform and 
illustrate the interrelation of the latter to other 
institutions. We shall also demonstrate the inter-disciplinary 
integration of the fundamental school with respect to the 
economic activities deemed vital to development.
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Chart no 2: Contrast between colonial system and fundamental
school*:
Elementary educ Jintermediate educj^ Secondary educ J^Higher 
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Adaptional educ fora-QHLLCa-B-iri
handicapped pupils Professionalpreformation
— -I 2 5Alphabétisation
General
i M i H Q
Specialised
{ I h E H iProfessional
training
2C->
T
Permanent educ & professional training
* Adapted from Minstere de l'Education Supérieure 1977
Long before the Institutionalization of the fundamental school 
some pilot experiences had been tried to test the efficiency of 
the new system. Its first ignition started in 1976with some 
532.000 pupils (Ba1 ta : 1976 :15) . This number went on increasing 
to reach 701.000 in 1987 in the first year of primary education 
(Chabouni: 1987 ; 13) . Progressively substituting itself for the 
French system, the fundamental school covers three basic cycles 
of formal education and proposes a new adaptational process for
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handicapped pupils.
The cycles of teaching are divided according to the capability 
of the pupils and their personality as well as their psycho- 
sociological abilities: First, there is the'basis cycle'(cycle
de base), then, t h e 'awakening cycle'(cycle d'eveil), and the 
'orientation cycle'(cycle terminal et d'orientation). These are 
not intimately interdependent as they constitute a continuous 
process of a complete education during nine years. The first 
cycle is entirely devoted to a basic acquaintance with Arabic 
language and basic arithmetic, reading, writing and a 
polytechnic initiation.
The following stage is organised for technical initiation with 
practical experience and learning various subjects including 
religious education and foreign languages. The last period of 
the process is a specialised learning in scientific and 
technical studies as well as humanities. This stage is crucial 
for students as they are oriented towards a specific career in 
accordance with their skills and intellectual aptitudes to 
avoid underutilization of the trained manpower, and perform the 
technological integration sought through the following chart of 
the regulation system of education , training, qualification 
and employment.
Chart No 3:
Archltucturq of the regulation oyatemt Education - Format Ion - Qualification - Employment
1 ^ 9
 £>(<}-
Post-£i*aiiuat« •
4> <^ Oc>^JLfniyr/ov -p
Higher
education"
long cycle :
I Technological-tfhm institutes
General 4*
technical
secondary!
education
L.wa
TT '“ô
iiira ♦
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Cycle of orientation
Fundamental school
2nd cycle
1st cycle •
Source: Commission Interministérielle de l'Emploi
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A systematic analysis of the fundamental school's curriculum 
provides evidence that Algerian schools have made a clear-cut 
break with the colonial system of education. Describing the 
first experiences of the fundamental school Martinez has 
written about his socio-technological observations in the 
following terms:
'The fundamental and polyvalent school plays the role 
of a compulsory educational structure since the age 
of six for a period of nine years. It has the objectives 
of dispensing a global knowledge based upon the 
"development of the individual potentialities" giving to 
each [individual], "equal chances of promotion and perfect 
his talents and vocations". Fundamental school, achieves 
the demand of the whole nation that want a model of 
formation which can be qualified as"authentic". 
(Martinez: 1976 :58) .
In the previous system, pupils were under intellectual pressure 
especially those who were unable to pursuie 'normally' the 
various educational cycles; from elementary to higher 
education. Indeed, the system was very selective and highly 
competitive for a limited percentage to be taken every academic 
year. The strain was particularly visible in secondary 
education that qualifies students to go on to higher education.
During the "processing" of individuals(3) schools which do not 
take into account the intellectual talents and abilities can 
easily distort the delicate process of learning, because pupils 
at the earliest stage of mental development cannot assimilate
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advanced subjects. Moreover, the aspect of competitiveness in
the former system had left behind large groups of unqualified
population, because every cycle of instruction was
characterised by an eligibility examination, which in turn had
been fatal to a high percentage of the student population,(4)notably in secondary education
All these educational ' imperfections ' were behind the 
introduction of the reform, and were the basic concer of the 
authorities when scheduling the present system, which involves 
a process of inter-disciplinary work in its theoretical and 
practical dimensions. Overall, within the nine year period, one 
might expect relatively qualified outputs, for students are 
acquainted with terminology and training without the challenge 
of eligibility to graduate from one grade to another. That is 
to say, the fundamental school eliminates the initial 
competition for graduating from primary to average because, the 
curriculum extends from the the first year to the ninth with 
internal assessment avoiding dropouts and deschooling.Such new 
characteristics are an educational innovation that seeks an 
original cultural identification, scientific integration and a 
technological development of the major guidelines of 
modernization which are to be analysed in the coming section.
3) A tripartite dimension of development
As seen in the theory of human capital investment, every 
process of development relies upon a strategy itself relying on 
various outcomes which guide and plan the way of modernization. 
The Algerian process is no exception. Indeed, it relies on a
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threefold dimension constituting a basic strategy leading to 
three fundamental issues: i.e: Industry, agriculture and
culture. In the official discourse they are known as 
'revolutions' since they seek radical changes in the economic, 
social, political and cultural structures of the society 
(Grimaud:1976 :47-59) .
These are the axes of development that Algeria undertook as a 
new nation for the guest of modernization. Hence, each of these 
axes is to be given particular attention in order to understand 
their relation to the new educational system, and grasp their
impact upon the people and the society.
a) Industry
Lazreg remarks that after independence the Algerian state was 
in a 'better position than any other single class to mobilise 
the necessary resources to promote industrialisation' 
(Lazreg: 1975 :2) which was expected to produce the elements and 
create an adequate environment for other economic activities, 
especially agriculture and the light industries.
The desire of the state to industrialise at a rapid pace is 
often explained by the expectations of the people to be 
satisfied. and their needs fulfilled. Leca argues that every 
state which emerges from a colonial situation commits itself to 
such public demands (Leca: 1975:129) . Thus, throughout the
years of independence(1962-80), Algeria undertook an intensive 
phase of industrialisation which resulted in the emergence and 
the establishment of an important public sector. This latter
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became a model of development for many Third World countries(5)(Farsoun: 1975 : 3)
Due to the uncontrolled situation of 1962 and its chaos and 
disorganisation, the workers in a spontaneous movement took 
over the charge of running factories, farms and other economic 
premises. This movement was known as "auto-gestion"(self­
management) , which was criticised for enhancing the colonial 
(capitalist) relation in work and management. For this, Clegg 
estimates that the movement was rather a consequential event of 
industrial and economic vacuums than an organisational
structure.
His argument is based upon the absence of legitimate authority 
and a political direction from above (Clegg : 1971:45) . 
Henceforth, it is not surprising that the state initiated
political programmes to run the collective sectors which 
encompassed 'the nationalized industries (...) and the mixed
companies involving state and national or foreign capital'. 
'This sector' notes Bourouh 'also incorporated the industrial 
se If-management sector after 1965' (Bourouh: 1985 : 85-86) .
This short lived experience bred other forms of industrial
organisation: i.e: 'Gestion Socialiste des Entreprises'
(Hereafter GSE] and 'Statut General du Travailleur'[SGT]. It is 
the organisational imperfections of every charter that fostered 
the launch of the other. They aim to reinforce the legitimacy 
of ownership of the means of production, in order to make them 
public and ultimately encourage participation of the workers in 
the internal matters of the sector. However, this transitional
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stage faced a major structural problem of the enterprises 
themselves. The problem referred here to is the administrative 
structure of the industrial milieu which was not fully 
participatory for the workers.
As a strong entity the bureaucratic elite maintained its place 
in the hierarchy of the institutions, arguing that it can 
ensure a steady development for the country, because it had the 
technical requirements and the 'savoir faire ' which other 
groups lack (Farsoun: 1975 :25) . However, the real objective of 
the bureaucratic elite was to minimise the participation of the 
workers in the mangement of 'their* factories, farms and 
administrations.
It was not until 1980 that a breakthrough in the 'heavy'
bureaucratic structure was attempted by implementing rational 
social relations of work, decentralising decision making and, 
above all, restructurâting the national firms to achieve a high 
standard of production in both qualitative and quantitative 
terms (Ente 1 is : 1986 :116 and 124-126). Ghiles shares this point 
of view, and explains it by the fact that these reforms were - 
and still are- needed for economic growth and industrial 
efficiency. He sees them as 'the most radical [reforms) Algeria 
has witnessed in over two decades', because 'the principal aim 
of the government is to "develop a flexible and efficient 
system of planning which can ensure ever growing productivity, 
which is the only engine of economic and social development"
• (Ghiles:1988:17) .
For instance, with the SGT there is a guarantee of .minimum wage
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for the workers, to which a bonus is added individually
according to the level of production achieved. Because of the
new stimulus the whole 'industrial production has gone-up 11
percent' (Ente 11s : 1986 :127) . Moreover, both GSE and SGT have
managed to minimise the industrial disputes over wages and work(7)conditions, to a very low level
It is not the purpose of the present study, to deal with the 
conditions of the implementation of the industrial reforms, 
suffice to say, that industrial efficiency and economic growth 
have been of specific interest in elaborating their texts. By 
doing so, the government has cut down the intensive 
exploitation of hydrocarbons and balanced the budget for equal 
rations between the different economic activities. Ammour, 
Leucate and Moulin note the financial discrepancies between 
industry and agriculture and the effect of such policy on the 
Algerian economy as well as the structure of the working class 
(Ammour, Leucate and Moulin:1974:65). As an example of the 
financial disequilibrium, one needs to cite public spending.
The percentage in industry was 52 in the preplan (1967-69), 45
in the first quadriennal plan (1970-74), 43 in the second plan
and less than 40 in the I960's. As a result of this intensive 
process Algeria has implemented a strong platform for 
development through the control of economic resources as well 
as the establishment of a new industrial sector, but it has 
also neglected other branches of the economy.
Observers estimate, that industrialisation in Algeria has bred 
a tremendous social change, contributing to lifting the
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standard of living, changing some traditional traits and(8)transforming the structure of the society . But the drawbacks 
have to be noted. Ente lis has well summarised them. To quote 
him:
'Intense industrialization during the Boumediene [late 
president] era when the emphasis was on the development of 
the hydrocarbons and capital, intensive industries to the 
detriment of agriculture and consumer goods has caused a 
serious fractionaiization of Algerian society. Extensive 
urban decay, derelict social services, substandard 
education, severe housing shortage, inadequate food 
supplies and a general low level of the quality of life 
have been the consequences' (Ente 1 is : 1986 :102) .
These were the unexpected consequences of the intensive process 
of industrialisation Thus, the current government was faced 
with many complex situations and is trying to implement 
'corrections' and reforms for 'a better life'. It is necessary 
to approach another economic branch with some assumptions 
because although it is not the focus of the study to analyse 
it. some insights will be given because it is worthwhile 
showing their impact on society and examinig its interrelation 
with the theory of investment in human capital.
b) Agriculture
In order to meet the ideological necessities and complete the 
socialistic programme established in the charter of Algiers in 
1964 and the National charter of 1976, the government launched
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an agrarian reform known in the public milieu by revolution. 
Its institutional context differs from that of industry because 
it was not launched until the means of capital accumulation 
were secured, namely hydrocarbons. This 'revolution* came some 
months after industry to give the latter the necessary time to 
establish itself and contribute in developing the former 
(Glasman and K r e m e r : 1978:119-122) .
This statement is the first argument to the speculation made by 
some scholars. Indeed, they consider that the Algerian state 
relies on the exploitation of the working class to achieve an 
accumulation of the capital. (See Madi:1981)
S a r i (1978), Benachenhou(1978) and Smith(1975) have well 
documented the agricultural situation inherited after 
independence. They have also analysed the colonial policies 
involving the alienation of fertile and arable land, to 
conclude that it was vital that a 'revolution' must be 
undertaken. Smith evokes the economic, social, and political 
ambitions for such an enterprise and estimates that it is an 
ensemble of efficient and practical measures intended for 
radical changes in Algerian society (Smith : 1975 : 259-263) .
Indeed, November 1971, remains a historical date for the 
Algerians peasants who witnessed the official arrangements to 
launch all the programmes contained in the charter with the 
contribution of the students in rural areas. The 
agricultural programmes are viewed by Smith as 'the most 
considered and ambitious'in the Maghreb (Smith:1975:260). 
Economically speaking, the reform tends to make an effective
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redistribution of land according to the slogan "the land to 
those who work it". Ultimately, the notion of class conflict is 
avoided and practically suppressed.
The author gives a political explanation for the agrarian 
reform because, it contains the seeds 'to institutionalise
support for national government’as ' genuine political 
stability and long term economic growth' argues Smith depend 
greatly 'on a mobilised and participatory peasantry supporting 
the institutions of national government' (Smith: 1975 : 259) .
Overall, the agrarian reform has three basic and complementary 
aims, deemed to be a contribution to social change. They might 
be summarised in the following points:
a) Transformation of social relations in work and life, through 
new forms of organisation in structured socialist villages 
provided with all social services including, schools,
hospitals, cooperatives and the like... The programme intended 
to build one thousand such villages,
b) organisation of the system of production through adequate 
policies of commercialisation and pricing and, combating 
bureaucratic 'disease' by all means,
c) modernisation of the techniques and methods of production, 
through industrial output, in order to achieve an economic
integration by combining the available means and resources
(Charte Nationale ; 1976 : 283-297) .
Like the industrial revolution, the agrarian policies contained 
new types of social relations in farms, public domains and
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agricultural cooperatives. But during the process of 
application it faced some problems relating to population 
growth. In effect, Algeria has one of the highest rate reaching 
3.2% of annual increase (Brisset:1987:13). Inevitably, such a 
rate of increase in population'puts severe strains on 
agricultural development' (Farsoun:1975:21).
It is very important for a developing country that the 
exploitation of resources matches the number of the people so 
as to be able to achieve a good standard of life. In the 
Algerian case, population growth is one major obstacle before 
development and planning. For this, the authorities have 
embarked on a special programme to 'espace' births among the 
families whose culture is known to be very 'natalist' 
(Brisset: 1987 :13) ,
c) Culture
Parallel to the previous revolutions, the ruling leadership was 
committed to another important reform that concerns the socio­
cultural structure, profoundly affected by the French presence, 
especially in terms of culture, language and education. Some 
sociologists see its importance and argue that the objective of 
newly independent nations must be the 'promotion of m a n k i n d ' 
because it is through mankind that development can be completed 
(Doucy and Monheim:1971:208).
The leading force of the cultural revolution is the Arabo- 
Islamic civilisation in terms of religion, language, education 
and social life etc... These factors have been the incisive
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parameters of the Algerian cultural resistance against the
colonial policy of assimilation and integration
(Lacheraf: 1976 :7—45 and 69-87).
Although, Islam is not the fundamental source of Algerian 
legislation, it remains the indispensable element around which 
life is organised and a basic reference for both the elite and 
the people, for '(...)Islam is in the centre of social life' 
(Cubertafond: 1981: 20) , Hence, it is worthwhile to note that 
the 'conseil of the revolution' has an islamic political 
culture which is inspired from the religious reformist movement 
lead by Cheikh Abd-Elhamid I bn Badis in the 1930's
(Ente 1 is : 1986 ; 191) , (Doucy and Monheim:1971: 210-213) .
In defining the w o r d ‘culture‘in the Algerian context, a French 
scholar estimates that it covers three major and integrated 
issues. The most important is undoubtedly 'Islam' which he 
considers as '(...)the religion [of the nation] and the way of 
life. It is also a fundamental element of national history as 
well as cultural identification'(Cubertafond:1981:19).
This cultural tendency is very common amongst the majority of
Arab countries which experienced a colonial situation for
decades and where traditional elites were overwhelmingly 
dominant. For this, Islam in Algeria 'emerged in from 132 years 
of European colonialist rule in good condition' 
(Benabdi: 1980 :1) .
All in all, the 'good condition' of Islam is due to the 
supremacy of religious knowledge represented in the corps of
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the Ulema's whose concern was the transmission of correct 
teachings and Islamic beliefs as well as the correction of 
malpractices (Mi Ison : 1972 :17— 19) .
The second element that Cubertafond considers in his analysis 
is Arabic, a factor strongly linked to Islam. The place given 
to Arabic is very important in sociological analysis that deals 
with an Islamic context. Benabdi has illustrated this 
perspective; '(...) along with Islam (Arabic] had been one of 
the banners and rallying points of the r e v o l u t i o n . ' 
(Benabdi:1981:1). Although, Arabic had suffered severe 
distortions and undergone linguistic changes, it had remained 
an efficient instrument for national unity, for it was the 
unique language utilised in religious education as well as, a 
medium of popular communication. Henceforth, it is not 
surprising that a cultural conquest went hand in hand with the 
military one. French attempts are made clear in the following 
quotations, taken form a cultural and a linguistic study:
'If the Turks had done little in affecting linguistic 
changes in Algeria, if they had left the process of 
education and cultural life alone, such was certainly 
not the case with their successors, the French. Although, 
occupied with military conquest for the first twenty years 
of their dominance, the matter of their relationship with 
native Algerians was seriously considered from the very 
beginning, along with the related problems of education 
and language management * (Benabdi: 1980 : 32) .
Above all, French officials invested in the cultural sphere to
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dominate and distort the very specific social organisation and 
ultimately, create cultural conflicts and social cleavages 
between muslims. But they faced a major structural point that 
was difficult to penetrate. As already mentioned, the Algerian 
community maintained a social order organised around the 
mechanism of 'Assabiya' which rejected foreign factors of 
cultural aspects.
Etienne has illustrated the cultural distinction between the 
two cultural models. On the one hand, the Algerian model of 
organisation, structured in a traditional way which has its own 
mode of socialisation and, on the other and the French 
bureaucratic model based on educational stratification.
Chart 4: Cultural contrast between Algerian and French models
of social integration.
Bureaucratic system 
(French type)
Algerian traditional system 
(Kinship and clientism)
Civil servants
Plan, job creation
- Teacher- Nurse- Rural constable 
4^  - Civil servant
Programmes of activities 
- Programmes for regions
— Work
— Workers
''^Socialism, self-management
— Peasant
- Agrarian cooperatives 
4^  P a r t y , elected people
Family institutions
— Tribe
— Clan
(sort of Ayla, Achira) 
Social needs 
- Dwelling
^ - H e a l t h  and educ
Rural life sectors
- Nomads- Me Ik
- Arsh
Local institutions
-* Communal public assembly 
-* District public assembly Vi 1iages Dj emaa
ARCAPW
Father at work Children at school Socialintegration
(Etienne ; 1977 :108)
Although there are differences in the process of socialisation 
in both systems, they joined in the result of the social 
formula, for they were both intended for social integration. 
French schools were in great jeopardy of becoming isolated.
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Indeed, their mission was aggravated by the existence of a
traditional system which rejected categorically foreign 
patterns of social life. Overall, by adopting defensive methods 
against assimilation and total integration, patterns of 
cultural life were saved. This, often, resulted in a social
outcome that social scientists tend to lose sight of. It
concerns the limit of the diffusion of French ideology within 
the local community, which was organised in a self contained 
and self sufficient structure.
The final factor debated in Cubartafond’s thesis, is that of
nationalism which has been investigated in the light of the(11)historical approach (Cubertafond: 1981: 28-30) . However, it
must be said that nationalism relied on Islam which played a 
crucial role in politics during the colonial era and has
recently become a chief vehicle of modernisation 
(Vol1:1983:111).
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II INDUSTRI A L ISA T 1ON AND SOCIAL CHANGE
When Algeria adopted the strategy of 'industries
industrialisantes' pioneered in the seventies by the French
theorist Debernis, it was expected to lift the level of
production and modernise other sectors by introducing new
techniques of production and organisation. Moreover, it was
also intended to be the yardstick of the measurement of
development. In effect, sociological and economic enquiries in
this respect are enormous. They attempted to analyse the
implications of the Algerian model of development and, its(12)relation to the sociological structure of the society
Economists are most concerned to demonstrate the contribution 
of industry to production and productivity, to find out the 
degree of achievement of the best result at a minimum cost. 
Sociologists, however, are mostly concerned to evaluate the 
results of modernisation in the society in terms of social
change. This perspective can be estimated by grasping the
different indicators of that concept in terms of social life, 
traditions, ways of organisation, distribution of knowledge and 
the like. This sort of literature about Algeria is varied and 
enormous.
The initial purpose of this study, is to approach the Algerian 
model of development in critical terms so that, it might be 
demonstrated that the Algerian process did have some outcomes 
in the society. This section also intends, to indicate the 
various indicators of industrialisation.
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1) Critical approach
The model of the Algerian process of modernisation was 
advocated before independence in the platform of the Souman 
which presented an ambitious plan of industrialisation. The 
charter of Algiers, 1964 articulated in its outline that 
industry should be the motor of development in order to 
progress. It has also, contained the perspectives of the 
Algerian social structure and its aspects.
It is, often, argued that the application of new techniques
contribute on a large scale to social, political, and cultural
improvement of life because, industrialisation opens-up new
options for emerging nations in developement terms. For this,
it is deemed to be an efficient strategy that takes into
account the genuine needs of these countries (Raffinot and
(14)Jacquemot: 1977 :187)
The transformation of the traditional infrastructure is a 
continuous process where reforms evolve. The objective of the 
latter, is a fundamental issue for any government to fulfil the 
growing needs of the population and provide them with the 
necessities, i.e.- goods, social services, health and education. 
Algeria, has heavily invested in the this sector but it has 
also neglected other branches of economic activity. Hence, to 
achieve economic equilibrium the current government is 
concerned with practical reforms, viewed as the most radical 
that the country has witnessed. All this, to make life better, 
lift the standard of living, to make a better use of the 
existing resources and reintroduce the vitality of the
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neglected sectors in the economy such as agriculture.
Economic reforms started by rescuing the administration from 
the hold of increasing bureaucracy. In this context. Ente lis 
estimates that state reforms to decentralise the administration 
'are beginning to have some preliminary results' in the field 
of agriculture (Ente 1 is : 1986 :151) . The basic concern of the 
ruling class is to construct the priorities and then fulfil 
them in order of importance. Indeed, it 'deferred further heavy 
industrial investment until a later d a t e ' , because '(...) 
Towards a Better Life became the principal theme of the FLN 
special session. It was meant to signal the shifting away from 
the previous emphasis on heavy Industry to a concern for the 
social needs of the people, notably in the field of education, 
health and housing and on developing food and consumer 
industries' (Ente 1 is : 1986 :124) .
A major breakthrough of these reforms may be the new
agricultural policies that have achieved an unexpected
efficiency in a short period. They preached economic
rationality, modernisation of the means of production and
tackling the numerous problems facing the economy. They are
intended to meet the needs of the people and reach an adequate(15)
standard of management (Fritscher (b) : 1987:6)
Djeghloul's analysis of the Algerian socio-economic situation 
shows the real limits of the 1970's strategy. He argues that 
the ‘over valorization of economism' was not at all followed by 
a 'mutation of the mentalities' in their relation to the new 
industrial environment, as well as to the state and culture
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(Djegloul(b) : 1986 : 33) . Henceforth, that decade was not of much 
profit as it was not exploited rationally in cultural terms, 
and not amplified in the results.
It is not the task of this section to go through an economic
evaluation of the present economic transition, but it is worth 
considering the indicators of social change bred by the 
tripartite revolution.
2) Indicators of social change
It is not an easy task to evaluate the degree of social change 
in absolute terms because it is equated with the evolution of 
the society itself. The dynamic of social change produces the 
quantitative and qualitative creteria of the evaluation of
change. That is to say economic reforms are important parametrs
to evaluate the degree of achievement in terms of progress.
Change is viewed from different angles and is estimated by 
various scales. In this brief section, the researcher 
introduces three of the general rubrics known as indicators of 
social change in Moore's and Sheldon's theory which have been 
reviewed by Land.
Indices of modernisation are of great importance in evaluating 
the degree of change in terms of the specific indicators of 
social, economic and political life... With specific reference 
to Algeria, three dimensions capture the focus of this section,
a) 'major components, including the production of goods and 
services. the labour force, knowledge and technology. the 
family and kinship, religion and the polity.
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b) distributive features. including consumption, health and 
education...,
c) aggregative features, including stratification and mobility 
and cultural homogeneity and diversity* (Land : 1975 :9— 10) .
Some of these features have been investigated and studied in 
detail, but it might be worth recalling that observers have 
evaluated Algerian social change in positive terms, despite all 
the difficulties the strategy has faced and the different 
drawbacks. For instance. Ente lis sees that modernisation 
through its emphasis on the multifarious policies of 
development has resulted in one of the highest rates of 
urbanisation in the Arab world (Ente 1 is : 1986 : 4) . Writing even 
more recently Horne shares this opinion, estimating that 
Algeria is one country in the Third World which has achieved a 
high rate of development in the last 25 years of political 
independence (Horne : 1987 :13) .
One of the great problems in development, remains population 
growth. Indeed, during the same period -25 years- the total 
number of inhabitants of Algiers -the capital- has tripled. 
There were just 500.000 but today there are more than one and a 
half million.
This 'crisis' is not specific to urbanised areas, towns and 
cities but is rooted in the very nataiist mentality, Algerians 
have. This situation hides a sharp conflict between religion 
and modernity. From a cultural standpoint the official 
discourse argue that modernisation needs the full exploitation 
of human and natural resources. including cultural aspects of
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religious life. That is to say, limitation in the number of 
births per family is in no way sinful. However, in Islamic 
jurisprudence this point is very delicate, for it concerns the 
basis of beliefs and beaviours. A compromise is still to be 
agreed upon in the society.
This situation is also rooted in Algerian history. In fact, 
documentary research establishes the evidence that the 
population flow and concentration was stimulated by colonial 
policies of 'regroupement' and 'cantonnement'. Colonial 
officials set-up these policies since their earliest settlement 
in order to prevent the people from assisting the 
'Mudjahidines' (Sutton : 1977 : 285) .
Whatever, the result of the cultural conflict and the relation
between tradition and modernity, it must be said that the
latter has bred tremendous social change, but limited in the
cultural dimension. This may be due, to the fact that tradition
remains a strong setting for social patterns as well as a
'general reservoir of experience' (Einsenstadt; 1973 ; 3) . For
instance, industrialisation contributed to reducing the drastic
figures of unemployment and that of the lumpen-proletariat(16)
which emerged prior to the armed struggle . The impact of
modernisation has reached all aspects of socio-cultural life.
social order and education. In the mid 1 9 7 0 's the government
restructured the schools and their curriculums (Ministère de(17)
l'Education Nationale : 1984:7— 11)
Other indices of modernisation can be traced during the period 
of investment in other economic activities. As an example.
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agricultural reforms can be cited as a policy that stems rural 
migration to big cities especially coastal ones. Its programme 
consisted in building modern premises for the peasants and 
their families. As a result, the traditional social order of 
rural life has been greatly affected and a new notion of work 
has emerged within the family. In this respect, Boutefnouchet 
considers the influence of modernisation in rural zones and, 
estimates that tradition has been 'victimized' in order 'to 
gain a type of progress'or a certain type of modernity' 
(Boutefnouchet:nd:111).
The last two features of social change will be examined in 
detail in the interpretation of the statistical data collected 
by the survey in the case study. The data may provide the 
yardstick as to whether there is an intellectual homogeneity or 
a class diversity in the structure of Algeria's new 
intellectual stratum.
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Notes :
(1) Pautard gives a total number of 1.230.000 who departed in 
1962 (Pautard:1987:32).
(2) This is one of the various classical issues in industrial 
sociology, which has long been debated. A large literature has 
been devoted to this specific topic, suffice to cite Friedmann 
(1961) , Braverman (1976) .
(3) Concept taken from Dore (1976:132),
(4) See Ministère de 1'Enseignemet supérieur (1984).
(5) Benhouria's economic study concludes that in less than 
fifteen years (1962-1975), the industrial infrastructure had 
multiplied by eight times and can be considered as one of the 
most developed in Third World (Benhouria:1980:338— 339).
(6) There are many studies about self management in Algeria and 
its implications on the organisation of the economy. Details 
can be found in Laks (1970) and Nellis (1977)
(7) Historical background, emergence and application as well as 
the impact of the juridical texts of the industrial charters 
can be found in Madi (1981).
(8) Industrialisation in Algeria has captured the interest of 
researchers. Indeed, it has been under close scrunity: Doucy
and Monheim (1971), Temmar (1974), Debernis (1975) and
Benissad (1979. 1980), Ydroudj. (1984).
(9) For a critical analysis of the Algerian charter of
agriculture refer to the work of: Ammour and a 1 (1974:53-90),
Georges (1980:40-64), Delorme (1981:7-23) and Burgat (1982:56-
58) .
(10) Burgat presents a detailed analysis of the impact of the
.16)
agrarian village upon the social structure of rural zones 
Burgat (1979:56—62).
(11) See chapter two.
(12) To refer to some studies dealing with such a topic:
Benhouria (1980), Bourouh (1984) and Entelis (1986)
(13) See the Soumam platform (1956) and the charter of Algiers
(1964).
(14) Almost, all contemporary research about development and 
modernisation in Algeria devotes a great deal to industrial 
investment.
(15) These reforms have been approached by the media. Indeed, 
since April 1987, local and foreign papers have analysed their 
contents and the eventual expectations. See El-Moudjahid 
September 29th, all the weekly issues of Algérie -Actualité 
(April 1987), Le Monde March 4th, 1987, and South 
December,1987.
(16) Bourdieu's enquiry into the world of work and workers 
gives a detailed view about the situation of the Algerian 
lumpen-proletariat Bourdieu (1963). See also Fanon (1963:99- 
103).
(17) There were some reforms before the fundamental school. 
Remili notes that an education committee was constituted in 
December 1969, to implement new programmes of education and
produce new textbooks and manual Remili (nd: 13).
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I INTRODUCTION TO LYCEE BOUATTOURA MIXTE
This section provides basic information about the lycee where 
the survey was carried out. It gives a brief presentation of 
the general features of the educational institution, with 
respect to its geographical position, administrative structure 
and the distribution of the staff, as well as the teaching 
facilities that it provides for students. Moreover, this 
chapter considers the sample's social characteristics which are 
important to understand the division of the branches of studies 
with specific reference to some factors e.g: age, sex,
geographical origin, parental situation or matrimonial 
relations within the Algerian family. In other words, it is an 
analysis that presents the very specific aspects of each branch 
of study and its relation to the sample social background, so 
as to grasp the objective influences and achieve a comparison 
between all the actors. By the same token, one can make some 
assumptions concerning urban schooling by studying these social 
characteristics.
1) Geographical situation
The lycee Bouattoura is situated some four miles west of 
Algiers. Inaugurated at the start of the 1977 academic year, 
its opening coincided with the second year of fundamental 
school. The progressive substitution of the former system in 
1986 reached the first grade of secondary education and will 
1989 be in the final year. In other words, the fundamental 
school is to provide the university with its own outputs in 
different studies.
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Because of its geographic position it may be regarded as 
broadly representative of a typical sample of Algiers lycees, 
where the fundamental system is fully in practice. Indeed, 
students come from different parts of the city. For this 
reason, the sample itself can be regarded as broadly 
representative of Algiers urban schools. Another equally 
important point for such an assumption is the fact that the 
students in the sample come from different educational 
establishments in the capital. Hence, their educational 
background and geographic origin make it typical at least for 
an urban analysis.
2) Administrative structure
The lycee administration does not differ very much from other 
administrations in its general form. Indeed, it operates 
according to an established chart where the principal has under 
her authority many subordinates. To start with, the principal 
has two secretaries from which derive four substructures i .e : a 
director of studies, general educational supervisor. an 
administrative secretariat and the teaching committee. which 
groups both the teachers and the educational supervisors. Its 
chart can be designed as follows:
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Diagram 7: Administrative structure of the lycee
Bursar
Secretary
Secretary
Principal Secretary
Secretary
Cultura1 
Activities
General Studies Supervisor
Administrative
Secretary
Teaching committee teaching staff & supervisors.
3) Teaching staff
There are seventyfive teachers in the lycee who serve the 
functions of teaching and the transmission of knowledge, for 
the different existing levels of secondary education. The 
following table illustrates their distribution according to the 
subjects and the language of teaching.
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Table 11 : Teaching staff's distribution in the lycee according
to courses and languages.
Languages
Courses
Arabic French Total
Maths 6 4 10
Physics 7 6 13
Sciences 5 3 8
Chemistry 3 2 5
Arabic Lit 10 10
French Lit 8 8
Hist-Geog 8 8
Philosophy 3 3
English 6
German 2
G . Culture 1 1
Sport 1
Total 43 23 75
It is noteworthy that there are eight educational supervisors 
whose duties are mainly supervision of the students and 
replacement of teachers in case of absence as well as 
administrative tasks. In effect, they run cultural activities 
in free periods or during a teacher's absence, because their 
academic qualifications entitle them to perform such 
activities in relation to the students' level of education. 
Most of the educational supervisors are either students at 
university graduating for their first degree or who have failed 
to get their Baccalauréat in secondary education. However.
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their recruitment is subject to the fulfilment of the three 
year secondary education.
4) Teaching faci1ities
Interviews were conducted with some officials of the Ministry 
of Education, mainly the Director of General and Technical 
Secondary Education [DGTSE] and his close colleagues as well as 
senior staff of the lycee. These interviews were not formal, 
but intended to get some information about the internal 
facilities given to such an educational institution that 
performs the training of the future intellectual stratum of 
society.
In this context the principal acknowledged the dearth of 
scientific equipment in laboratories and some textbooks 
relating to scientific studies because of the governmental 
attempt to produce them locally. He argues that this lack may 
affect the students' achievement and stem the initiative for 
research. However, he explains that the state has invested a 
good deal to cover any future deficiencies. This shortage has 
been given another explanation by the DGTSE:
'We are aware of the importance of scientific equipment 
in educational institutions and we know that their 
lack strongly influences practice in laboratories, and, 
therefore, the training in specific terms. The 
economic crisis interfered with the renewing of the 
materials. This situation has been aggravated by the 
fact that we are dealing with an international
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fluctuating market and that any equipment has a 
1imited life' .
It is explicitly understood that technical education is still 
tied to the foreign market, for the country lacks the 
production of such materials and equipment. Although the lycee 
experiences this situation, officials try to compensate with 
other facilities and provide the students with the necessary 
materials deemed indispensable for good achievement. For 
instance, they provide students with all textbooks for a modest 
sum of money. Besides, the lycee owns a library for both 
internal reading and external borrowing. \
With regard to leisure, students have a compulsory session of 
sport once or twice a week. It is regarded as a good break from 
the continuous and 'boring' courses. One student confessed that 
'in all the courses, I look forward to the session with 
enthusiasm because, I am thinking seriously of following a 
career in this field' (Lettres : age 16).
5) Distribution of students in secondary education
Internal records of the lycee show a steady increase in the 
yearly enrolments in secondary schooling. For instance, in 1985 
the overall number of students was 1278, rising to 1432 in 
1986. In the 1986/87 academic year their number reached the 
figure of 1566. The distribution of this number in secondary 
education is illustrated in the following table with regard to 
branch of studies and gender.
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Table 1 2 : Students in secondary education according to level
branch and, gender.
SectionLevels
Sexe
Maths Sciences Arts Chemis Total
M F M F M F M F M F
First sec 
education
5812% 5211% 6614% 9820% 5912%
7416% 429% 326% 22547%
256
53%
Second sec education 7514 8315 11521 15928 214 6712 152 194 22641 32859
Third sec education 6211 5210 6012
11221 377
9718 5711 5410 21641 315 ■ 59
Total 195 187 241 369 117 238 114 105 667 899
The first observation that can be drawn from the internal 
records of the lycee is the inequality of the distribution of 
education between boys and girls in secondary instruction. From 
previous research concerning secondary education in Algeria 
(Dufour : 1978) (Boutefnouchet:n .d) and (Kennouche: 1983) , it was 
expected to find an underrepresentation of girls in the lycee 
under investigation.
Sociologists tend to explain such a situation by the rigid 
traditional social system, which does not allow them to carry 
on with their education, though Islam requires everybody to 
look for science and knowledge and does not make any difference 
in this matter between boys and girls. The expectation to find 
a small number of girls is falsified if one refers to the 
previous table which shows the opposite in terms of figures. 
The overall percentage of girls in the institution reaches 
57.40%.
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Explanations for such a situation will he given at a later
stage in the light of the objective parameters that influence
the structure of the intellectual stratum with respect to 
gender. For the present moment, it is necessary to consider the 
language of teaching in Algerian schools and the efforts
invested for a complete arabisation of the curriculams. Such an 
objective seems to be a long term procedure because the 
cultural paradigms in Algeria -especially language- is still 
influenced by the French culture. In this context, Sraieb notes 
that this problem -along with others- is not specific to 
Algeria but emerges throughtout the Maghreb whose aim is to 
achieve a renaissance of their cultural personality which had 
been ignored for a long period of time (Sraieb: 1975:63) .
For his part Grandgui1laume argues that the colonial 
implications are notable in the 'reality' of Arabic which
covers three different cultural concepts, closely interrelated 
by the mechanisms of culture 'in the process of socialisation 
that drives any individual from "nature to culture" '. Hence, 
arabisation is no more than a part in the natural constituency 
of the individual (Grandgui1laume: 1979:3-4) . Indeed, the 
present author equates Arabic with a threefold notion in the 
Maghreb.
The first notion that emerges is that of community (Qawm) 
where the people are socialised by the mother tongue in order 
to share the same characteristics in terms of linguistics and 
culture. As for the second concept, it concerns the nation 
(Umma) which refers to an international dimension of the
language since it groups all Arabic speaking countries linked 
by the same medium of communication. Finally, the author refers 
to (Watan) which is the specific geographical limits of each 
country. In other words, it is the area of individual countries 
where the dynamics of culture take place for regeneration in 
order to build a greater Umma.
According to Grandgui1laume the vehicle of modernisation is
French language -for historical reasons- but it is not 
established nor institutionalised in the Qawm or the Umma 
concepts but taken just as an instrument for modernity, 
development and its functions (Grandgui1laume: 1979 ; 21-24) .
This is true for Algeria, where arabisation has been fully 
encouraged since the first years of independence. As a matter
of fact, arabisation has reached most parts of the culture
including education and administration. The creation of a
national commission at the governmental and regional levels 
testifies to the will to implement an operational device to
reach the socio-economic spheres.
In this respect, one has to consider the spectacular results 
achieved by the commission. For instance, at the educational 
level the National Institute for Pedagogy produces all 
textbooks and materials for both fundamental school and 
secondary education in Arabic. The former has succesfully 
covered the local needs. For the moment, efforts are directed 
to secondary and higher education, where a full arabised 
network was experienced in the 198 0 ‘s ending with the 
institutionalisation of the local language as the major
language of teaching in the Humanities, Social Sciences and the 
majority of the training centres as well as some scientific 
studies.
In addition, the literacy centre concerns a large number of the 
population. It is estimated that more than 350,000 have taken 
part in its programmes including 80,000 in functional literacy 
and 270,000 for mass literacy (Dufour:1978:45). Moreover, since 
the establishment of the fundamental school there has been a 
full arabisation of the French speaking teachers because 
courses are solely transmitted in Arabic. Hence, French is no 
longer the official language of instruction in the new system, 
but just considered as a foreign language like any other:e.g: 
English, German or Spanish,
Furthermore the new system has to serve the economic, social 
and cultural needs of development according to the Arabo- 
Islamic civilisation. This point has been strongly emphasised 
by the Ministry of Education two years before the official 
instalment of the fundamental school in Algeria 
(M.E.P.S : 1974;9) . The same ministry has made the socio-cultural 
environment ready and was helped by the overall percentage of 
Algerians speaking Arabic, that is estimated to be over 82%. As 
a result French lost its place and significance in the 
educational milieu, but is important in education as 
demonstrated by the following table that concerns the lycee 
under investigation.
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Table 13 : Distribution of the students according to the
language of instruction.
Language Leve 1 Arabic French Total
1st year 
%
481
30.70%
481
30.70%
2nd year % 16010.20%
394 
25.15% 55435.35%
3rd year 
%
21713.90%
314
20.05% 53133.95%
Total
%
85854.80%
70845.20% 1 566 100%
o? total )
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II SOCIAL CHARACTERISTICS OF THE SAMPLE
Every survey means that there is a sample to be investigated in 
order to answer the problematic questions of the research 
because every sample presents specific characteristics which 
are peculiar to the group investigated, e.g: group of students, 
workers, civil servants, women etc...
In order to comply with the classical rule of presentation of 
the sample, this section deals with the background 
characteristics of the actors who have been interviewed, i.e 
age, sex, geographical origin, etc...
The presentation of the sample's features is believed to be an 
important factor in understanding the degree of influence of 
the external environment in shaping the students' future and 
achievement. Bourdieu and Passeron rightly remark that, 'in a 
student population, we are dealing with the final outcome of a 
whole set of influences that stem from social origin and have 
been exerted for a long period' (Bourdieu and Passeron: 1979 : 14) .
1) Age
Stratification has been investigated from an educational point 
of view in various studies. Bourdieu's opinion is cited, in 
order to infer the importance of age in the shaping of 
behaviour and positions in a particular group. The following 
quotations illustrate and emphasise this point:
'(...). In a system which sets a pre-eminent value on 
precocity, -age and, more precisely, seniority,- do not 
have their usual significance. No doubt there are
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behaviors, attitudes and opinions in which the generic 
influence of ageing can be de t e c t e d ’ (Bourdieu and 
Passeron: 1979 :9) .
This point of view is also shared by Halsey, whose study with 
Heath and Ridge uses the age factor to document and trace 
the'impact of a long period of educational expansion and change 
on the fortunes of the successive generations of children who 
have passed through the schools' (Halsey, Heath and 
Ridge : 1980:22) . As far as the sample is concerned, the age 
factor is presented in the following table.
Table 1 4 : Distribution of the students according to age.
Section
Age
Maths Sciences Arts Chemistry %
15 years 1.9 .60 2.5
16 years 5.7 3.4 1.9 11 22
17 years 17 20.50 23.50 12 73
+ 17 1.25 1 . 25 2.5
Total 24.60 25.15 26.65 23.60 100
n 39 40 43 37 159
The age of students in the sample ranges from fifteen years to 
over seventeen. These age groups vary in number. While the 
overwhelming majority are aged seventeen and some under this 
age, students under sixteen and over seventeen are represented 
in a small group whose total percentage is just 5%. The mean 
age among the sample is 16.74, meaning that the majority did 
have a regular schooling , that is to say. they did not repeat
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any grade during their education.
As for those aged fifteen, this means that they have started 
their education earlier than their peers, and did not repeat 
any grade. However, students aged over seventeen find it 
difficult to keep up with their peers. They may face 'expulsion 
from the college' by the administration, especially if the 
committee of teachers study their records in a negative
perspective. Moreover, the committee have the authority to\
decide rewards and sanctions at the end of each term.
In the fundamental system, nine years of education is 
compulsory 'scholastic age'. If a student fails in the final
exams after the schooling period the council of teachers 
decides whether he can resit them or should be oriented towards 
a vocational training. The director of studies mentioned these 
'irregular' cases:
'There are some students still in secondary 
education, while they should be at university for 
their first degree. They have been given another 
chance to obtain their eligibility certificate to 
graduate at university.
Though their age is over the normal range of
secondary education, we have decided to allow them
another year. Such an alternative is put forward on
the condition that the student must be disciplined(1)and does not cause trouble for his pee r s ' .
The age factor has another role outside school. that is the
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social sphere which itself starts from the family. The normal 
age is the traditional reference around which social life is 
organised. For instance, respect for an elderly person is part 
of the Islamic culture of socialisation within the family. An 
aged person’s decision is unquestionable and his moral position 
is vested with power, unless education is involved between the 
family. Moreover, there is an economic aspect of the scholatic 
age which opens a wide range of choices, if it is long enough 
in the educational institutions. According to Bourdieu ’(...) 
to each level of education corresponds a specific degree of 
freedom. (...) Possession of a trade proficiency, diploma or a 
certificate of primary education give an enormous advantage in 
economic competition,* a minute difference in chance of social 
success'.
The social success to which Bourdieu refers in the Algerian 
situation of the 1 9 6 0 's is still apparent in the 1 9 8 0 's, 
because education is still viewed as ;
a) the symbol of advantage in the modern sector, b) an 
instrument to 'enjoy an incomparable privilege', and c) the way 
leading to "nobles" (high) placements in the social structure 
which are due to the prestige accorded the scholar 
(Bourdieu: 1979(a) ;34— 35) ,
Henceforth, the social situation is built according to the 
level of education achieved and which can be a major device to 
reverse the organisation of social life, because the higher the 
degree one might obtain, the better his social position is 
likely to be within the family and the community, enjoying
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t h e 'de 1ights' of education which in turn enhances the spiritual 
and moral values contained in the system and reflected in the 
cultural curriculum of education.
Another equally important point is that age is often regarded 
as an important criterion for professional recruitment. Indeed, 
in previous research it has been established that the 
industrial administration tends to recruit an older person 
rather than a younger. Its argument lies in the sense of 
responsibility which comes with age (Kechad, Ydroudj and 
Zeddam:1983:68)
The second characteristic of the sample to be debated in this 
section concerns a topic that has bred an enormous literature 
in sociological research. Overall, it has constituted its own 
perspective of research in the sociology of education; that is 
to say a feminist approach which will be given further 
attention in the next chapter.
2) Gender
In the past two decades. there has been a growing interest in 
the study of school achievement and gender to grasp and 
determine the mechanisms of academic success and school 
enrolments at the first stage, and then the factors affecting 
achievement for both sexes. Evidence that such problems exist 
in the study of gender differences related to school includes 
the smaller number of females in education at different levels 
of instruction. Thus, this fact has fostered a considerable 
amount of research and has demonstrated that the ratio of
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females is lower than that of boys (Haggerty : 1987:271) , (Parker 
and Offer:1987:26).
Participation and school performance with respect to gender, is 
a new perspective that has captured the attention of 
contemporary sociologists, whose work has previously neglected 
the study of sexual inequalities. 'As a consequence', writes 
Burgess,'of such neglect, feminists have developed much 
research that explores gender differences and education in 
general as well as research on the education of girls and women 
in particular' (Burgess : 1986 :18-19) .
There is a stereotyped idea about the hegemony of the male in
education in the general context of culture. Thus, the latter
may be viewed as a brake for female participation in the
economy as a whole. With respect to Algeria, these problematics(2)have been under active investigation . As far as the lycee
under investigation is concerned, the statistical data show
that the total number of boys and girls vary from one section 
to another. The following table expresses both numerical 
positions.
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Table 15: Distribution of students according to sexes.
Sexes
Sections Male
Female %
Maths 11.94 12.97 24.51
Sciences 8.8 16.35 25 .15
Arts 11.94 15.09 27.03
Chemistry 7.59 15.72 23.31
Total 40.27 59.73 100
It is quite clear from these figures that the number of girls
is overwhelming and show the change in parental attitudes for
female education. Accordingly, the ratio of boys has dropped
drastically to lower figure in secondary education. This
statement concerns only urban schools because, education of
girls in rural areas is still behind as demonstrated by(3)Kennouche's study (1981) . This situation may be due to
complex socio-economic reasons.
Another conclusion that can be drawn from the previous table is 
that, there is a tendency among girls to register in very 
specific branches of education especially medicine, arts, and 
aboveall, teaching since it is socially regarded as a'clean job 
for a w o m e n ’(Student in sciences:age 15). Indeed, this division 
of labour through education is even illustrated in primary 
textbooks and teaching manuals. Haddab's study has shown that 
their contents establish a traditional division of labour 
between males and females. As a result females' careers are
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affected by maintaining such social features and boys hegemony 
is lifted to higher dimensions (Z. Haddab:1979:8— 10).
In addition, cultural productivity reinforces this situation in 
a'closed' system of rural areas where, a central conflict exists 
i.e: between religion and tradition which is heavily involved
in the high 'mortality' of girls in rural areas. Moreover, 
tradition influences the choice of students in their own 
careers. For instance, out of a total number of 899 girls in 
the lycee, there are 661 in scientific studies and only 238 in 
Arts. This tendency of enrolment can be explained by the social 
paradigms that maintain specific positions for females since, 
as they are socially 'allowed'to teach later.
Another quantitative aspect can be inferred from the previous 
reading of the table. This concerns the reduced number of boys 
in secondary education, basically in urban zones. Indeed, 
sociological enquiries into sexual differences have established 
that on the one hand, there is a decreasing representation of 
boys in schools in general compensated by an increasing 
representation of girls in urban schools. On the other hand, 
there is a large number of boys in rural schools and a minority 
of girls in those institutions.
As a matter of fact Boutefnouchet reveals that, 13.5% are(4)
school dropouts for various reasons and cease the quest for 
knowledge before the age of fourteen. The rate of boys from the 
former figure is 56% in elementary and 19% in secondary 
education. As for girls their rate is estimated to be
respectively 47% and 7% (Boutefnouchet:n d : 135— 136) . This sexual
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reversal calls for further investigation taking into account 
social background, gender and age in order to find out the 
factors which influence the structure of the intellectual 
stratum. The hypothesis that Algeria's future intellectual 
stratum will be overwhelmed by women, has to be taken seriously 
as further evidence emerges.
3) Geographical origin
Algerian society has evolved during the colonial period in its 
urban part. This evolution was fatal for rural zones which were 
totally neglected and considered as a financial income for tax 
collection (Von Sivers:1979:679). In the first years of
independence big cities became 'landing' points for new comers 
who brought with them high hopes for good jobs, use of modern 
amenities and a good education for their children
(Benachenhou: 1979:12) . For this, it is argued that the very 
reason of internal migration was the colonial exploitation of
arable land. As a consequence, peasants were 'dispossessed of
their land, plundered and driven back onto barren land. They 
had been proletarianized as a result of forced migration and 
expatriation in search of livehood' (Bena1legue: 1983 : 703) .
The situation of rural areas was aggravated by the process of 
modernisation which was unfavourable to 'rif'. As a matter of 
fact, previous research into the geographical structure of the 
working class has documented that the majority of industrial 
workers originated from rural zones. They immigrated to big 
cities in search of a well paid job (Ydroudj: 1984:61) .
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This factor might not be very relevant for the case study 
within a young student population because, of the new Policy of 
decentralization implemented by the state through which rural 
zones have enormously benefited in terms of social services, 
education and the like. But more important is the agrarian 
reform whose aim is to restructure social life with respect to 
modern amenities (Boutefnouchet:n d :47) . Besides, there is the 
new system of the administrative organisation which makes the 
task of differentiation very difficult, as the term 'willaya' 
tends to indicate an urban district even if rural. For this 
reason, students were asked to give the exact place of birth. 
The following table is given for general information and not 
for sociological debate.
Table 16 : Geographical origin of the students.
Sections 
Place of birth
Maths Sciences Arts Chemistry %
Wi 1 laya 24% 21.5 20 19.5 85
Daira 2.5 3 2.5 8
Commune 1 2 6 1.25 7
Total 24.6 25 . 25 26.9 23.25 100
It is clear that this table reveals three types of geographical 
organisation, with an overwhelming majority representing the 
urbanized sections. While a Daira is a branch of a Willaya 
which is also quite urbanized, a Commune is a part of the 
former but very small in size and is situated in the suburbs of 
a Willaya. The proportion of the population having an urban
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origin gives the idea that the students' families have settled 
in an urban area for quite a long time. The rank of Algiers as 
place of birth dominates the position. Some students were born 
outside Algiers but are registered in the school because, their 
parents * do not choose towns nor specific centres, they just 
follow the openings that others before have already traced and, 
which lead them to find a salaried job in the regions of 
industrial development' (Boutefnouchet:n d :47) .
4) F amily structure
Like the previous characteristics, family structure is 
important for understanding academic achievement. It is being 
actively investigated by social scientists in order to 
establish whether there is a relationship between academic 
success and the type of relation that exist within the family, 
or to set the different parameters that the latter may have in 
the process of education.
Social debate on this specific point is still apparent in 
social studies, but it is too soon to say whether the social 
background combined with social structure of the family affects 
the student's achievement in terms of either success or 
failure. So far it has been seen that the sample emerges as a 
group of students from various social classes divided in four 
basic branches of studies.
This sort of social investigation is lacking in Algeria, and 
the only previous reference to the study of social background 
dates from 1977. On this basis there are some social factors
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and parameters that can play a role, in the process of academic 
success as far as the students are concerned (Glasman and 
Kremer:1977:173;ff).
For the present time, one has to consider the family 
relationship and its structure and assess the influence of its 
type of organisation with the type of studies undertaken by 
the actors in secondary education. But first of all, one has to 
mention that matrimonial relations in Algeria, as elsewhere in 
the muslim world, are sorely based upon Islamic jurisprudence. 
That is to say, marriage remains the unique device through 
which matrimonial relations are set. By matrimonial relations 
is meant the sort of relations which prevail within the family 
and its specific guidelines for social organisation: i.e:
married, divorced etc... For this, it is important to 
understand the type of social relations which link the members 
of a family as well as their social classification in the whole 
system. As an illustrative example, a boy always enjoys a 
better position and is looked after much better than a girl. 
Moreover, he is a source of 'glory' and 'income'for the family. 
The parental situation of the sample can be summarised as 
foilows.
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Table 17 : Parental situation of the sample.
SectionsParental
Situation
Maths
%
sciences
%
Arts
%
Ch e m i . 
%
Total
%
Married 22.65 20.13 17.63 22.65 83.06
Divorced 1.25 6.28 7.53
Widowhood 1,88 3.77 3.14 9.41
Separated
Total 24.53 25 .15 27.05 22.65 100
The institutionalisation of social relations within a family is 
a universal pattern of social organisation and a form of 
'stations within a family is a universal pattern of social 
organisation and a form of 'structurâtin g 'the relations. 
Sociologists and anthropologists alike have shown great 
interest in this very complex social system, considering it 'as 
the fundamental form of social organisation' where various 
actions take place according to specific mechanisms 
(Cher 1 in : 1978 : 634) .
Within the Algerian context, the understanding of the structure 
of the family and its dynamics can only be achieved by the 
comprehension of the place and significance of marriage and 
social life. As Von Allmen puts it:
'We cannot fully take hold of the different manners in 
which social cohesion is produced without 
highlighting the matrimonial strategies related to 
the materialistic and symbolic means, as well as the 
interests which individuals and families held with
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respect, to their position and trajectories in the 
social ground, and without taking into account the 
separation of sexes and familial units and the 
practical constraints which are bred. And more 
importantly, without knowing the existing power of 
parental relations in the matrimonial process'.
(Von Allmen:1985:49).
Other sociologists tend to evoke the role of women in 
contemporary Algeria and reassert the whole system on this 
basis, leaving aside the traditional pattern of social 
organisation Benatia, for instance argues that, the new 
position of women is basically due to technological changes and 
to the self assertion felt by women themselves in a 
unfavourable traditional system. (Benatia:1980:465)
The table that illustrates the parental situation of the sample 
is indicative of the social stability that characterises 
Algerian society in its form and structure. Bourdieu has 
demonstrated this sort of relations in its practices and 
influences on the matrimonial relations which group the members 
of the family and the social paradigms that organise Algerian 
society, in his theory of practice. (Bourdieu: 1972) *
In another instance, the author explains that in any social 
identification which takes place in a group the individual has 
-himself- to be related to the whole structure because, the 
group has the role of 'identifying the individual with a 
collective identity that founds the 'esprit de corps', feeling 
of solidarity with the group itself, its honour e t c . .. and with
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its members who command the submission to the exigencies of the 
reproduction of the body, which means its identity, its 
solidarity' . (Bourdieu; 1985 ; 73)
From this perspective it seems, that a family is a static 
structure in its external relations to the society as a whole. 
In effect, the internal activities of a social organisation 
interrelate the members of the organisation in many ways. In 
the Algerian context, the cohesion of the group originates 
from the regular and continuous stability enjoyed by the 
members as shown in table 17 where 83.06% of the students' 
parents are 'regularly' married.
Lenoir shares this opinion, and takes into account the 
multifarious changes which occurred in the socio-economic 
environment and which have made of the family ' a very 
institutionalised form of social life' (Lenoir : 1985:9) . 
However, there are some exceptions in the organisation. These 
are isolated cases in the sample, but they could be found in 
the society which is experiencing a slight decline in the 
cohesion. Indeed, the first decline which can be mentioned is 
the break of the newly married couples from the large 'ayla 
which existed in the colonial period, and which was a unit of 
resistance against colonialism (Boutefnouchet; 1980) . Another 
reason for the decline is equated with modernisation and its 
rapid pace. The same author remarks that besides the beneficial 
effects of development, there are negative results which 
contribute to dislocating the stable life of the family. Among 
such results he cites the metamorphosis in the structure of the
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family size. Hence, 'juvenille deliquency, increase of 
divorces, child neglect... and the role attributed and played 
by the members' have been the consequences on the social 
structure of the family. (Boutefnouchet:n d :42)
This sociological aspect needs further discussion to grasp the 
mechanisms of such paradoxical changes in a traditional 
organisation. Overall, social stability is very relevant in a 
child's socialisation and formal education. The question which 
the present study attempts to answer is to what extent this 
factor is important in the distribution of knowledge.
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NOTES
1) Some sociologists make the distinction between 'ordinary
ageing' and 'scholastic ageing' acknowledging the difficulty in 
grasping the importance of the latter in the students' life and 
the role of subjective influences. Moreover, 'seniority' may be 
a 'handicap' or the label for 'eternal student'(Bourdieu and 
Passeron: 1979 :9 and 12).
2) See Benatia (1980), Djeghloul(b) (1986) and Boutefnouchet
(nd) .
3) For the evolution of female education in primary and
secondary education see appendix 4.
4) This figure excludes those eliminated by the system of
examinations. For a statistical view about the different drop 
out rates in Algerian schools and universities see Fritzer(b) 
(1987).
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I From social origin to universal education
We have seen in the foregoing chapters the process of 
selection in colonial schools through some established 
criteria, related to the socio-political sphere of the cultural 
environment in order to implement a Western process of social 
stratification between the masses. That system was maintained 
in independent Algeria, throughout the first decade but with 
continuous reforms which started as early as 1962.
It was important to maintain such a system in education for a 
newly independent nation that emerged from backwardness. The 
initial tasks of the new government were to structure other 
circuits to which the entire future was linked, such as state 
building, political reforms, industrial and cultural reforms 
etc... In other words, priorities were arranged in order of 
importance to prepare the ground for a new era of development. 
Parallel to these commitments, education had consistent 
measures to make it accessible to the existing social classes.
Entelis' statistical records illustrate the effort invested in 
this highly important matter, and in the light of those he 
predicted the total number of students to be 9 million in the 
year 2000.
What retains one's attention in the recent system of 
fundamental school is that the process of selection has 
apparently been abolished, since all students are given equal 
chances for graduation from one level to another for an equal
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period of time.
In this respect, the system ensures a continuous education for
nine years where students will be oriented to specific branches
according to their own abilities, talents and their scholastic
age. Moreover. the problem of adaptation has been taken into
account for handicapped pupils who pursuie a special curriculum
(13according to their handicap
In this chapter, the researcher attempts to approach the 
qualitative form of education and its distribution among the 
various social groups, bearing in mind that the sample is 
broadly representative of an urban area. First, it is worth 
presenting the cultural contrast of socialisation and education 
between the current structure and that of colonial Algeria.
Throughout the previous chapters, I have attempted to 
demonstrate the way in which French schools used a combination 
of sociological criteria to stratify the society by cultural 
and political devices. I have also attempted to analyse the 
involvement of the reformist schools in the political sphere, 
because the difference in structure is the basic concern for 
the study.
It is no exaggeration to say that the reformist movement found 
the idea of rallying the masses ready at hand to be exploited, 
because French officials limited the total number of Algerians 
in their schools and, therefore. social resentment was the 
result.
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Second, the ideological factors were also in favour of the 
reformists who sought the total preservation of the fundamental 
elements of the people. Finally, French schools contained the 
very seeds of cultural rejection, because the curriculums 
responded to the needs of the métropole and a few members of 
the liberal elite. Hence, the cultural discrepancies and the 
categories of enrolments differentiated the systems in use 
between the'\colonial school and that of the ulemas' (See diagram
4) .
For the purpose of the present study, highlights will be placed 
on the analysis of the distribution of knowledge in a twofold 
dimension. First, the division of the society according to 
knowledge itself. Second, the distribution of knowledge among 
the groups of the classes, especially between sexes.
1) Distribution of knowledge among socio-professional g roups.
Systematically speaking, every working situation implies 
social differences in terms of the position held in the group. 
It is the classification of the job that gives the very 
definition of classes in the social milieu. Hence. the basic 
differenting aspect of work remains important for identifying 
the social strata. In the general classification, it must be 
noted that education is crucial parameter because it is 
education that gives the opportunity for work difference. It is 
true that experience can be important, but it remains of less 
importance as the industrial categories is based on 
certificates and degrees.
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There always have been socio-political categories represented 
in the lists of formal education, as there have been difference 
in gender which are likely to remain for a long time.
Educational literature approaches such a topic from
professional and sexual standpoints. It investigates the level 
of achievement, the prospects and the ways of social 
reproduction with respect to sociological factors. For 
instance, Segre who has inquired into the process of 
reproduction estimates that school transformations occur
according to the needs of the leading class in the society. 
Moreover, educational institutions are shaped and fashioned by 
the class which has capital in its widest sense, including that 
of cultural and social c apital.(Segre; 1976 : 32)
In another instance, the author argues that the state takes the 
tasks of carrying out reforms and organises the transformations 
of schools which may affect the 'federation of the students' 
parents in structure or degree (Segre: 1976 :61) . However, Segre 
does not make clear the difference of the level of capital 
among the social groups, nor does he demonstrate the influence 
of the transformations on the categories. Capital can exist
under various forms within a group of students and the state is 
generally viewed as an independent entity. For this the 
distribution of knowledge is a matter of school's outputs.
The latter are defined by the type of school itself. In a system 
that encourages social difference, it can be assumed that the 
distribution of science will be uneven among social strata.
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Hence, Segre argues that in educational reforms the situation 
is to change. In a system which contain equality of 
opportunity, the school's enrolment is to be realised through ' 
a council of orientation - [special educational
committe] involving the decision of the families 
(Segre: 1976 : 58) .
Henceforth, one.might exclude the process of selection included 
in the particularistic features of the system for work and 
school outputs, but the social classification of the groups 
performs another type of sociological difference. For instance, 
the chances of a civil servant's son are higher than that of a 
peasant to reach higher studies. What is more, is the 
reproduction of generations which cannot be abolished from the 
specific features of the system, even if the state is the first 
organiser of the school and not the leading capital in a 
democratic rule as Dore a rgues.(Dore : 1976 :15)
This perspective will not to be to approached in detail, 
because it has been dealt with in the previous chapters. What 
is important to note is the ways education is viewed among the 
groups, related to the various orientations.
While the first orientation can be described as purely a 
personnel matter that 'consists of looking at differences in 
the net earnings of people with varying amounts of education as 
evidence of the amount of personal financial gain that can be 
associated with the attainment of a given level of education': 
the second aspect of orientation is the accumulation of the
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sociological parameters involved in the orientation of the 
educational outputs(Bowen : 1972 : 23-25) .
This orientation is held among the groups of students who feel 
social deprivations and on whom pressures are exerted. In this 
context, the working class tends to display an instrumental 
orientation. Through this, the working class wishes an 
improvement in its social status and a lifting of its position 
in the social hierarchy. Using the same kinds of arguments, 
Baudelot and his collaborators see that a school's outputs are 
regulated by the mechanisms of the market and the system of 
hierarchization, because even in a working situation a student 
would not dare to follow unneeded studies in the market 
(Baudelot and Others : 1982 :32— 36) .
As an illustrative example, the Arts branch has got very 
limited openings for students who seek in this field a degree 
that might open for them an opportunity for good position. That 
is to say, the students concerned in the sample tend to 
register in that specific branch for two major reasons: First,
it appears that an Arts' degree is easily achieved by students 
from different social strata. Second, and most importantly, 
students from lower social positions used education as an 
instrumental medium to get a degree in a short period of time. 
Secondary education is a very crucial factor for higher 
graduation. For instance, a student in sciences or maths can 
easily choose whatever field he likes in his graduate studies, 
whereas a letters'student is unable to register in subjects
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outside the Humanities or Social Sciences, because 'the chances 
of entering higher education can be seen as the product of a 
selection process which, throughout the school system, is
applied with very unequal severity'(Bourdieu and 
Passeron: 1979 : 2) .
While the reason appears to lie in the importance of social
capital, the case of selection in secondary education can be 
one of systematic learning. Probably because an Arts' degree
does not require scientific prequisites and can be achieved
easily, which is not the case for scientific degrees.
From this cultural point of view one might see the importance 
of the cultural capital in a student's career, and the
relationship that occurs between the intellectual career and 
the social background of the student's group, because the 
volume of the property is fully transmitted to coming
generations by the fact that knowledge is an accumulative
entity, and can be inherited in terms of social -gains.
In order to give meaning to this approach within the frame of 
the survey, the researcher attempts to analyse the socio­
cultural context where the actions of distinction occur. This 
in turn might enable the study to explore the objective factors 
of influence upon the students' careers. The assessment starts 
with the importance of social background, as far as religion is 
concerned. since this factor was dealt with in the historical 
ana lysis.
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While I shall explore this particular topic in detail, I can 
here say that class or group representation is apparent in the 
sample. It is assumed that its existence is basically due to 
the distribution of the cultural capital among the students. 
The proportion of the volume defines the degree and the type 
of studies one might do at university, because cultural 
capital within any class or group plays the role of 
differentiation and is the founder of the existing social 
relations.
Bourdieu considers it as existing in 'the whole set of 
resources, more d r  less, institutionalised... In other words
[it means] the affiliation to a group, as an ensemble of agents 
who are not only endowed with common properties (...) but also 
united by useful and permanent liaisons'(Bourdieu:1980:3-4).
The previous quotations illustrate the dynamic of relations 
within a group linked by specific resources, that might be a 
sort of qualification, a job or a certain level of education. 
Hence, it seems that it is the role of the cultural capital — 
part of the social capital— to process the operation of 
distinction and stratification, because the nature of knowledge 
is different between the groups. Here, it is referred to the 
branches of studies. The nature of the latter is differentiated 
by the fact that society gives certain preferment to certain 
jobs. As a matter of fact, the position of a doctor is more 
highly regarded than that of a social scientist. Thus, it can 
be assumed that the role of education as an independent process
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influences the range of studies undertaken, because the process 
contains another function which controls the actions and 
behaviour of the actors involved. Specialists refer to that 
process as being one of social control:
'The activity of becoming social is the activity of 
becoming accultured which always includes some means 
of acting back upon the culture which forms and controls. 
The culture in its turn is a product of and is a part 
of the economic, familial, class, religious, political 
and other aspects of society. Social control merges 
comprehensively with self and interpersonal control, 
cultural, political and other forms. And control 
exists end on with influence, facilitation, coercion, self 
impulsion and so o n ' (Davies : 1976 : 23) .
According to this sociological point of view, personal 
orientation is of minimal importance, because it is the social 
process that influences the future course of students. However, 
social strata in education are created by means of personal 
development, because involvement of students becomes important 
at certain level of secondary education.
Indeed, in the light of the present survey the findings reveal 
that there are 121 students who have made 'independent choice' 
for their careers, that is not to say, that the choices were 
completely free from any pressure. For this it is important to 
introduce the 'direct returns to education approach' that from 
the very outset of its foundation distinguishes between two
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types of orientations; a) ’the personal profit orientation' and 
b) 'the national productivity orientation'(Bowen:1972:23).
The findings also show that in all the branches students have 
at least one sibling who has undertaken that branch and is 
practising in his active life. This reveals that social 
influence is apparent in the students' choices at different 
degrees and that the social needs can define the personal 
careers, in terms of the future job. Indeed, if a student has 
many siblings in one branch he tends to follow a different one 
to create a balance of social classification, but sometimes 
this tendency does not exist and is maintained as a tradition 
among the members of the family.(See appendix No 3)
The importance of sociological factors in education is of 
concern for sociologists in the study of social success, for 
they have a role to play in the general process of education.
We have already seen the importance attributed to the age 
factor for instance. Indeed, it is important for students to 
have a 'normal' scholastic age, in order to comply with the 
rules of education. More importantly, age is determinant and is 
an element of differentiation between the sociological 
structure of the students, because generally speaking one might 
state the origin of the student through his age and grade. . 
especially in the case of females. For instance, if she is over 
17 and is still in the first grade of secondary education, it 
is very probable that her family is very 'traditional' and is 
from 'rural' origin, where there is a very high percentage of 
schooling mortality among females. (See Chapter 4)
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Table 19 : When did you start your education?
BranchesDate
MN SN LN BCH STotal
At 5 7.54 5.05 1.25 - 13.84
At 6 17 19 .50 24.52 23.27 84.29
Over 6 — .62 1.25 - 1 .87
Total 24.54 25.17 27.02 23.27 100
Table 20: Time spent in religious education.
BranchesTime
MN% SN%
LN% BCH% STotal
- 6 mon. 5 2.51 - 8.49 16
6 mon. 7.55 11.94 15 .10 2.51 37.1
6-lyear - 1.88 7.92 - 9.8
Not at 
all 19 8.70 4.4 12 37.1
Total 24.54 25 .03 27.42 23 100
Table 21*. Mothers' level of education
20)
Branches 
Leve 1
MN
%
SN
%
LN
% BCH%
STotal
I 11 iterate 5 — 7.54 3.77 16.31
Read Write — 5 - - 5
Primary 6 .95 - - 1.25 8.2
Average 2 .51 6.28 10.06 1.85 20.7
Secondary 1.85 1\25 2.51 6 .39 12
Higher — 1.25 2 7.54 10.79
Other 8.17 11 .32 5 2.51 27
Total 24.48 25 .1 27.11 23.31 100
Table 22: Mothers' occupation
BranchesOccupation MN% SN% LN%
BCH
%
STotal
Housewives 6.9 8.8 13.2 8.8 37.7
Semi skilled workers 3.77 - — — 3.77
Employees 1.88 2.51 5.03 3.1 12.52
Civi 1servants 5 .60 1. 25 4 10.85
Cadres - .60 - - .60
Liberals - 2.51 - 1.25 3.76
Teachers 6.91 10.69 7.54 5.66 30.8
Total 24.46 25.71 27.02 22.81 100
204
Table 23: Fathers' level of education
Branches 
Leve 1 MN%
SN
% LN% BCH% STotal
1 1 literate 1 .88 5.03 6.91 6.3 20.14
Read write .62 1.88 1.25 2 5.65
Primary- — — 8.17 1.25 9.42
Average - 4.4 5.03 — 9.43
Secondary 8.8 6.28 3.14 7.54 25.63
Higher 10.87 7.54 2.51 6,3 27.22
Other 2.51 - - — 2.51
Total 24.8 25.13 27.01 23.39 100
Table 24: Fathers' occupation
BranchesOccupation MN% SN% LN% BCH% STotal
Labourers 2.51 6 .28 3.77 5.66 18.22
Employees 6.28 - 6.28 — 12.56
Civil
servants 4.4 10.09 8.8 2.51 25.8
Liberals 2.51 .62 8.8 2.51 14.44
Cadres 5.03 7 3.77 3.77 19.57
Teachers 3.77 1.25 1.88 2.51 9.41
Total 24.5 25,24 33.3 16.97 100
These statistical records reveal the existence of classes in 
the school under investigation, and illustrate the social 
background of the students within an urban area. The first two 
tables concern the educational attributes of the students.
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namely, the schooling age and the time spent in religious 
education. The first statement that one can make is that the 
overwhelming majority of students have a 'religious 
background', for they have been through a given period of 
religious education prior to the formal process. However, I 
hasten to say, that religious education is being dealt with in 
the fundamental school.
Indeed, there are 100 students who underwent a period of 
religious socialisation in mektebs, consisting of memorising 
the Koran. This demonstrates that education in Algeria is not 
secular and that religion is still a strong source of 
socialisation, because families are still tied to traditional 
education. The table shows that there are differences in the 
length of time spent in mektebs according to the branches of 
study,
In effect, the large proportion which have acquainted reading 
places, usually annexed to mosques, is from the lettres section 
whose percentage in the sample is 22.64%. This can explain in a 
sense, the fact of the importance of Arabic as a language in 
that branch, which becomes a cultural refuge for the students. 
To this can be added, the fact that their families are still 
maintaining traditional views of socio-cultural education and, 
therefore, are not affected by the Western current of 
civilisation, as is the case of biochemistry students who are 
represented in the lowest percentage(11.32 %). The percentages 
of religious education per class can be illustrated in the
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following figures:
MN SN LN BCH
12.57 16.35 22.64 11.32
Leca and Etienne explain the importance of religion in the 
Algerian social milieu by the emergence of Islam in quite 
unaffected condition after centuries of colonisation. The 
former has maintained a 'cultural personality'for the masses 
who felt resentment towards the colonial administration (Leca 
and Etienne:1973:51). Moreover, the importance of Arabic and 
its significance might be further evidence of the divergence of 
enrolments in mek t e b s , because among 'arabophone' students, it 
occupies a crucial place. Their interests in the arts can be 
explained by the Arabic language through which subjects are 
t aught.
Such a linguistic preparation for the courses, persists in many 
parts of the country, especially in rural zones. The muslim 
community's whose link with the sacred book is in most cases 
apparent in their daily life, because their acquaintance with 
the Islamic precepts is always combined with the very practice 
of the former. Its interrelation to academic schooling is 
verified by the high standard of Arabic within 'arabophone' 
branches, that is to say, Arabic amongst students of scientific 
branches is not as good as that in arts. That is not to say, 
that they are not arabic speaking but the inferior fluency of 
speaking was apparent, and very noticeable.
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For instance, arts' students did not find any sort of 
difficulty in responding in classical Arabic, whereas science 
students tended to mix with Arabic some combinations of the 
local dialect, using most of the time some French syntax. The 
situation is understandable only in the light of the influence 
of French education on the structure of the language in some 
cultural spheres of society, but generally the Arabic
language has been 'fully Revived in the image of classical 
Arabic throughout the Arabic speaking countries. It has 
remained not only an auxiliary to Islam, which has been making 
great strides in many regions of the world, particularly in 
Africa, but has constituted the medium of cultural national 
revival in the Arabic speaking countries' (Chejne : 1965 :447) .
This point of view is widely considered by specialists 
interested in the study of African history. In this
context, the authors of ' The Middle East and North Africa’ give 
an international dimension to such a factor, estimating that 
the importance of Arabic may be viewed as the linking element, 
and as 'an interacting force of particular significance' in the 
muslim world(Drysdale and Black ; 1985 :18-22) . Moreover, they 
equate this particular force to common attributes among the 
various zones scattered in different spatial parts of the 
world, with the practice of one common religion and language 
(Drysdale and Black:1985:224-229).
The remaining tables describe two interrelated variables, with 
respect to the students' background. Prior to further
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discussions, an initial statement should be made. It concerns 
the participation of women in economic activity that makes a 
clear break with the traditional position held by women in pre­
war Algeria. Briefly, one might give the definition of work 
amongst this group. Previous research has demonstrated that the 
notion of work within this group hasavery specific meaning, for 
they are generally considered as ‘breadwinners'. They consider 
work as a limited concept, because they tend to equate it with 
a means to be able to go out at any time, and a source to 
prepare their costly weddings (Ydroudj: 1984:70) . In the same 
tendency of argument", Benatia estimates that work for women is 
the forceful token for 'self assertion' in a country where 
'changes do not occur suddenly... ' (Benatia: 1980:465) .
The reading of the tables, might give a clear idea about the 
universalization of education and the role given to women in
the general context of social change. The argument according to 
which women in muslim countries are neglected in terms of
education becomes devoid of any sociological meaning, for 
they occupy some highly important positions in the hierarchy. A 
comparison between the parents level of education does show 
some differences, but women are also represented in all the 
different leve Igof education.
Indeed, there are 13 women who have achieved the first level of 
instruction (16.31%). 33 of them have reached the first stage
of secondary education (20.7%) and 12% the final stage of
secondary education. Higher education amongst female group is
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represented in 10%. The category of others includes those who 
have undertaken vocational training for a specific job, 
which varies from secretarial jobs to teaching.
What is more, women are also part of the cadres category in 
which they are represented by the second high figure (30.8) 
after that of housewives (37.7). Women's category (cadres) 
among the sample is more than that of the fathers' which does 
not exceed 20%.
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2) Gender and education : Chance or equality?
Contemporary research in social science is concentrating on a 
new topic of highly important issue in the study of gender and 
education, giving way to the emergence of a new perspective 
which drew us to consider its results and arguments. Indeed, 
scientific research has revealed the existence of gender
differences in education in terms of enrolments and choices.
Shuard(1986), B u r t o n (1986). However, there are other findings
that contradict the first in terms of the overall number of 
girls in secondary education.
It has been argued that the factors affecting females'
schooling range from cultural elements to socio-psychological 
parameters. They act together in a combined manner to prevent 
girls from following a regular education. Sometimes these 
factors are aggravated by the rigid traditions which also have 
an enormous role to play in shaping one's social behaviour. 
These arguments are implied in a developing situation where 
attitudes are still closely tied to traditional factors. The 
consequential event does not need further comment, because 
negative attitudes towards girls' education results in avery
high percentage of drop-out. Kennouche(1982)
A result of the feminist perspective is a newly established 
theory, which deals with the prospects of females' education. 
The sexual reversal found in the empirical research can be 
understood from the following quotations:
'(...) the findings reveal attitudes, values, beliefs and 
practices that engender a feeling of inferiority in girls
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and the development of a negative self image. These 
undermine their self confidence and belief in their own 
capabilities which further make them shy away from 
difficult tasks. For example parents have higher 
expectations and aspirations for boys than
g irls’(Amara:1987:319-320).
Hence, it is strongly recommended for developing governments to
invest every effort not only to involve women in the
\multifarious facets of development and economic activities in 
order to make a better use of their potentialities, but also 
* to identify the root causes of the problem and implement 
appropriate remedial strategies', to provide equal chances for 
both boys and girls (Amara: 1987 : 318) .
It has been widely believed in Europe that equality in 
education between boys and girls can be reached by the 
intervention of the state in favour of the latter, because it 
is the state that plans, finances and organises. In effect, 
there are some situations where the government attempts to 
involve women in economic activities through their education. 
Parallel to those actions, sociological enquiries have reached 
the conclusion that is a sexual reversal in education. That is 
to say, the total number of girls has been increasing in the 
different fields of study. This tendency has been 
statistically documented in the empirical research of Klainin 
(1987).
However, the conclusion is not a full answer to the existing 
inequalities in the education of girls in many cases. It can
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partly be due to the effort invested by the state, but 
enormously to the challenge taken by women to gain a better 
social position as suggested by a qualified educationist and 
quoted by Byrne: “It might be said that women have largely won
the battle for equal educational opportunity with men... this 
is largely true..." (Byrne : 1978:15) .
The fundamental concern for the present moment, is to shed 
light on urban schooling and its structure with respect to
gender. In other words, this section attempts to document the 
very causes of the sex reversal in Algeria, especially in urban 
schools, though the social order is relatively resitant to such 
changes. That is to say, traditional traits are the most
dominant in the organisation of the patterns of social life. 
This statement implies a conflict between tradition and 
modernity in its widest sense, notably where religious
misinterpretations can be exerted by false prophecy, but 
generally speaking where religious current is dominant and 
hegemonic (D'aeth:1974:110-111).
Statistics regarding female education in Algeria vary from
region to region and are entangled between a combined set of 
tradition and social conservatism of the region, the family or 
the society. Unlike urban schools which have undergone drastic 
changes with respect to attitudes, female education in some 
rural parts remains very insignificant. Their schooling
mortality is twice that of the boys in rural zones.(See
Annuaire Statistique de 1'Algérie). This is due to the false 
perception regarding female education , and the negative
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attitudes towards their social integration in the male milieu(2)(Bruno and L e c a : 1973:58) . Thus, education of girls is
limited within the social context where the girl is socialised.
For instance, during the war of the liberation women were
entirely involved in the process, and did contribute in
different manners. Their work was applauded by the most
conservative parties, but in contemporary times the same
parties tend to limit the ratio of enrolment of girls in
(3)education
While the situation in rural zones is unfavorable for the 
education of girls, schools in urban areas are being 
overwhelmed by girls, as the case study reveals some striking 
results. This might be explained by the massive enrolments in 
schools to 'produce' and train qualified manpower. Djeghloul 
describes this strategy as a 'revolution into a revolution' and 
argues that women have traced a spectacular path in the 
educational system whose output is making of them 'solicitor' 
'magistrates', 'police officer ' e t c   (Djegloul: 1987a : 33) .
From a cultural standpoint, one has to put forward the 
progressive and positive change of attitudes of the parents who 
expect education to open suitable job opportunities for their 
children, and consequently lift their social status in the 
hierarchy. Indeed, in 75% of the cases parents tend to help 
their children in their courses, either by simple contribution 
from them or by involving private tuition (See appendix 3).
The range of the help vary from branch to another. In the case
214
of 'important' studies parents are willing to give all the 
requested help their children need, in the subjects they master 
themselves. In the case of illiterate parents, siblings are the 
substitutes for the reproduction of knowledge.
The reason that leads to such a change in a rigid social 
context is basically contained in a wide view of the 
'transformation of relationship between races, sexes, classes 
and peoples and such transformations are always in 
progresse...). So, given humanity's instinct for survival, the 
resistance of human nature, and the capacity of the human 
intellect, there seems no reason why we should not attain our 
image [that of Third World] and reach the society for which our 
universal culture calls'(Gopal:1982:77).
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3) Cultural capital and social classif 1cation
It has already been asserted that the fundamental school is a 
universal institution in its organisational dimension, with 
regards to the origin of students whose social background 
varies from simple unskilled worker to high management 
official. In the same vein, it has been revealed that the ratio 
of girls was higher than that of boys in secondary education, 
as far as the sample and the lycee are concerned.
The present task of the study is an attempt to express the 
influence of the cultural capital upon the structure of the 
intellectual elite. Although, education in Algeria is free and 
compulsory for all, there still exist social differences in the 
type of studies one might undertake. Because, education is a 
competition between social groups differentiated by the 
existence of disproportionate cultural capital, class 
differences in education are likely to remain in the very core 
of every educational system. Every rank or position is 
maintained by the social derivation of the group or the 
individual whose view is not entirely independent from the will 
of the group.
In the discussion of the importance of cultural capital, one 
should include reference to an unequal distribution of 
knowledge, because the groups acquire different volumes of the 
element. In other words, 'reconversion strategies are nothing 
than an aspect of the permanent actions whereby each group 
strives to maintain or change its position in the social 
structure, or, more precisely -at a stage in the evolution of
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class societies in which one can conserve only by changing- to 
change so as to conserve * (Bourdieu and Passeron:1979:94).
It has also been seen within each class that every fraction of 
class is by some very specific link to conserve the features of
the group and create a mechanism of reproduction which
maintains or improves the position acquired. The link is merely
the whole set of relations or the volume of culture respective
to edch group of persons. Thus, the process of education 
realises differences in the overall achievement of the members 
of the group. Consequently, the position held by each group is 
the result of the amount of the cultural capital, as argued in 
the following quotations:
'The dialectic of downclassing and upclassing which
underlies a whole set of social processes presupposes and
entails that all the groups concerned run in the same
direction, towards the same objective, the same
properties, those which are designated by the leading 
group and which, by definition, are unavailable to the
groups following, since, whatever these properties (...)
they are modified and qualified by their distinctive
rarity and will no longer be what they were, once they are 
multiplied and made available to groups lower down
(Bourdieu and P a s s e r o n : 1979 : 95) .
It is, therefore, clear that the amount of the cultural capital 
determines the type of derivation of the groups. With respect 
to the sample, the actors tend to express their background with
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enthus i a s m .
In effect, the student from the arts branch like to speak about 
their siblings' studies in other disciplines and their 
professions in technical jobs to give meaning to their own 
studies, because they are convinced that the society 
'misunderstand' their effort in the branch of arts.
Moreover, the survey revealed that, for instance, there were 15 
students out of 43 in the arts branch who think they are not 
doing a course according to their abilities and talents, and 
that the eligibility exam which they are to undertake for 
graduate studies is not what they wish to do. Hence, finding a 
special training is their main preoccupation during the next 
two years. In contrast to the arts branch, students in 
scientific studies tend to be more precise about the prospects 
of their opportunities. Indeed, the social background they 
originate from is of great importance, because parents or 
relatives are involved in the orientation of those students.
The statistical findings confirm that statement and emphasise 
the argument. in the sense that 100% of the students in 
scientific studies expressed their concern for the future. and 
reported with great precision the type of the job they 
supposedly will be doing. Some of the students confessed that 
the source of their information is of "internal nature", that 
is to say. parents, siblings, relatives, friends and the like. 
For this the influence of the market and its organisation is of 
little importance for the students as far as their future is 
concerned. Moreover, the internal structure of the family
218
appears to be the most directive factor in shaping one's 
interests and prospects.
Cultural inequalities can, therefore, be determinant paradigms 
in the process of formal education and differences are highly 
visible in the structure of the schooling system in its 
particularistic features, because students tend to 'obey 
cultural determinisms more than the logic of individual tastes 
and enthusiasms' (Bourdieu and Passeron: 1979 :19) .
Thus, careers and trajectories are more a result of social 
structure than a product of personal interests. That is not to 
neglect the latter which can sometimes define the whole future 
of the actors. The establishment of some specific features 
among the group is one of the direct contact between the 
members of the family, whose direct diffusion of knowledge is 
the very particular medium of reproduction, in terms of the 
formation of separated groups. For instance, students in arts 
have been engaged in religious education for guite^iong time 
compared with other branches, because their parents are from 
lower social strata or have low intellectual qualifications. As 
a matter of fact, while there are only 3 couples of parents in 
the arts section who have achieved a degree, we find 54 in the 
other branches who have graduated at universities. Besides, it 
seems that the arts section is of "liberal" tendency -such as 
small tradesmen, artisans- in their occupation, as the findings 
reveal in the parents occupation.
Religion is viewed as the strong token by which cultural 
patterns are maintained and transmitted to coming generations.
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This statement finds a full expression in the study of the arts 
branch interests whose basic learning of Arabic is another
piece of evidence. Because, for muslim families, it is vital to
educate their children with the precepts and teachings of 
Islam, students themselves have a liking towards the same 
trajectories, eventhough sometimes they may express their 
dis 1 ik e ,
The validity of this statement might be tested in cosmopolitan 
towns, where muslims are a minority group. Indeed, social 
scientists argue that the Islamic teachings are maintained 
within muslim families with great satisfaction and at high 
prices. The • families tend to send their children to private
schools in order to avoid a 'cultural diversity '(Bash and
others : 1985 :102) .
Although the fundamental school has aimed at mass enrolments, 
there are some class differences between the standards of the 
students whose relations are spontaneously organised within 
each branch. The derivation of these relations amongst them are 
not only due to the distinction of classes, but also to the 
distribution of knowledge, as argued previously. Indeed. the 
example of the wide range of opportunities given to a student 
from scientific studies, and that to an arts student is very 
re levant.
' (...) as intellectual apprentices. they [students] are 
defined by their relation to their class of origin, their 
situation and their practice, and as aspiring
intellectuals, they strive to live out this relation
according to the models of the intellectual class, 
reinterpreted in terms of their own situation!...). The 
student, more than anyone else, looks for guides to orient 
his thinking and his lifestyle!...)he can only seek in the 
intellectual world; and often enough, in that section of 
the intellectual world with which his daily practice bring 
him into direct and permanent contact'!Bourdieu and 
Passeron: 1979 : 40) .
The researcher has recorded many statements backing the 
assumption given in the quotations. As an example, here is an 
extract of the type of relations sought by a student in 
science:
'I personally would like to know students from my 
section or in the maths section, because at least I 
will be able to discuss any scientific matter with 
them. You know we scientists [referring to scientific 
sections] are not interested in philosophy or 
1i terature' .
SECTION TWO :
II PROCESS OF SOCIAL STRATIFICATION IN EDUCATION
1) Social background and labour projection,
2) Education and social mobility,
CONCLUSION: Homogenisation of groups or search for status?
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II PROCESS OF SOCIAL STRATIFICATION _IN EDUCATION
Education has become a highly important subject for the study 
of social stratification in contemporary societies. A large 
number of studies have shown the importance of education and 
its significance in stratifying social groups, and have 
demonstrated that the scholastic age is a forceful parameter of 
occupational achievement and social success (Boudon: 1977 :186- 
196) .
This kind of importance is closely related to the.structure of 
the group in terms of social differences and inequalities that 
exist in the society. Thus, education occupies a central 
position in the analysis of social differentiation and upward 
mobility (Co 11 ins : 1977:118) . Indeed, these studies have 
concentrated in their analysis upon social mobility according 
to the period of time spent in school, college, university or 
training centre. Moreover, they stress the significance of the 
type of degree acquired. For this, they share a common 
explanation that focuses on the outcome and prospects of 
education.
Hence, their perspective in known as 'technical function' which 
assumes a reproduction of the educational requirements. In this 
respect, Collins argues that because of technological 
transformations technical skills are constantly rising and, 
therefore, 'larger proportions of the populations are required 
to spend longer and longer periods in school' 
(Collins:1977:119).
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According to this point of view, the analysis that follows is
concerned with the functional positions and industrial
occupations that necessitate particular qualifications, and 
consequently the person must spend long periods 0^ ,' training, 
to be able to acquire the skills of performance. As a result 
the occupational classification in the hierarchy might be an 
important position which entitles the holder to some social and 
economic advantages.
The role of education in this particular materialistic feature 
is unanimously agreed upon and is sometimes, if not always, 
considered to the dimension of status which encompasses the 
moral position within the family or the group. That is to say, 
a reproduction of the specific elements of the elite which 
dominate the socio-cultural scene, in terms of cultural
capital. Indeed, the monopoly of capital takes into account
horizontal mobility, according to the concept of class which in 
turn plays a role in the classification of the groups according 
to their social capital. There is no intention for the moment 
to proceed with a marxist approach in the analysis, to give 
meaning to the class struggle concept. However, it is relevant 
to note the conflict that emerges between the groups in 
education, for it is a competition of achievement between 
different standards of culture.
In this sense, the findings have revealed that the sample 
differs in structure and. therefore, the members appear to
be in conflict as the classification given to each branch is 
different from the other. This situation may be due to the
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general will of the group, as it tries to maintain the 
position acquired or ameliorate it.
Bowles' analysis focuses on this very point, and considers 
education as a determinant factor of stratification as well as 
a yardstick of classification in the hierarchy in terms of 
status, income and autonomy. To quote him:
'One's status, income, and personal autonomy came to 
depend in great measure on one's place in the 
hierarchy of work relations. And in turn, positions in 
he social division of labor came to be associated with 
educational credentials reflecting the number of years 
of schooling and the quality of education 
received' (Bowles : 1977 :140) .
Besides, it is argued that educational selection tends to be 
rigid whenever modernisation occurs, because societies that 
industrialise create new job opportunities of high 
qualifications and require high skills of performance. 'As 
modernisation proceeds, a) the societal role of education 
changes, b) the structure of education system changes and, c) 
the environment in which education takes place also 
change' (Benveniste: 1983 : 345) .
In this analysis. the researcher attempts to document the 
significance of education and the different meanings given to 
it by the actors who consider school as the mainstream to 
improve one's social position, because whenever massive 
enrolments exist, selection prevails. Thus, I shall deal with
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the determinants of educational achievement and the importance 
of the socio-psycho logical factors. The section concludes with 
an approach to the structure of the intellectual stratum in 
secondary education with the possible projection of class 
structure in urban schools.
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1) Social background and 1abour projection
Algeria lacks the sociological inquiries that investigate the
social structure of the existing classes. Some sporadic
attempts have been made to analyse the components and the
mechanisms of the working class and its differential aspects.
Such an analysis can be very subtle within an environment of(4)research yet to be explored
Educational researchers often assume that reproduction of 
elites is achieved in schools and universities, for they create 
an suitable place for the different classes to regenerate the 
elements of their elite or stratum. Dore argues that the 
assumption has been made in recent times and it concerns
developed countries (Dore ; 1975 ; 9) . However, the assumption 
becomes true and valid in every country which undertakes
development and engages in modernisation, for the latter 
requires high qualifications . Thus, it is imperative to 
educate and provide the workers with differential credentials 
and levels of qualification . Hence, the context of education 
contains the seeds of the existence of occupational
differences, which exist in the structure of the groups of the 
sample. Moreover, it is the vehicle of techniques, the 
transmission of knowledge and skilled performances in
occupational situations (Bowles .-1977 .-137) .
At this stage we do not need to argue about the theory of the 
market and its interrelation to education. The practice of
manpower strategy and planning takes into account the future 
and plans accordingly to distribute new outputs in the market
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and fill any need for industrial enterprises. But as the 
economy becomes complex and transformed by the implantation of 
modern technologies, control of school outputs becomes 
difficult, especially in a developing country.
At the present moment the study is concerned with the 
reproduction of inequalities and social differences. Indeed, it 
is argued that due to the numerous inequalities that exist 
within a social group in terms of economy, the amount of the 
cultural capital, etc.,. differences are reproduced more 
profoundly through the existence of inequalities in school 
outputs. For this reason, schools and universities are an 
established system of distributing labour into a wider market 
(Hopper:1977:153-156).
This sort of selection is generated by the new trends in 
education and the intensive process of development. It is 
needless, to mention the reorganisation of the educational 
institutions to meet the growing demands of modernisation, 
because the fundamental concern of education is to produce 
qualified workers according to the industrial market, which can 
undermine skills, qualifications and aptitudes. Moreover, the 
situation in developing countries is often aggravated by the 
misuse of the trained and educated potentialities, because the 
latter can be totally disorganised in the absence of rational 
planning and economic organisation.
Economists have warned against economic misfortunes and 
encouraged the perspective of using the existing capacities in 
the best way. In their attempt to cover a subtle area of study.
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the authors of "Essai sur les Cadres et 1 'Université en 
Algérie" reached the conclusion that there is a social 
reproduction maintained in the Algerian university in the light 
of the following table:
Table 25: Social origin of Algerian students between I965-66 and 1972-73»
C Source: Claaman and Kresiex: 1978:162)
Socio­
profee ional 
categories
Jfi in the
active
population
Total of 
students
Scientific
studies
Medical
studies
Arts
studies
Law &
economicstudies
65-6É 72-73 65-66; 72-7 65—66 .72=71 72-73
1
65-66. 72-75
% % % % % %
Govemment 
officials 4 
liberals
0.92 8.1 5 .2 7.2 3 .0 10.2 5.5 8 .7 5-1 6.6 5-6
Adrcinistrativ
officials
1.76 6.1 8.4 6.7 6.9 7.0 14.3 6.1 7.1 4 .7 7.1
Civil servant 
and 
employees
10.88 14.8 14.4 14.1 21.7 18.5 17-0 14.6 15.4 12.5 20.2
Workers
(peasants
excluded)
55.94 5 .7 14.5 6.6 15 .8 5-9 14-3 5.3 14.5 6.8 14.0
Trade and 
industry
1,22 l9-I 10.3 22.0 12.8 21.7 16.2 13.7 5 .7 IB .3 8.6
Unemployed
and
others
22.57 36.9 40.8 34 .9 36.5 27.5 26.1 43.0 45-0 43 .0 47.4
Retired 0 .06 9.2 6.1 8.3 3.0 10.9 6 .3 8.6 5.7 8-9 6 .9
Total 100 100 100 100 100 100 100 100 100 100 100
228
The table reveals the statistical structure of the Algerian 
elite, but it is not without critics. In effect, there are some 
data which remain unrevealed and do not tell the real social 
origin of the students contained in the two last categories. 
Second, it is not clear whether the administrative employees 
and civil servants are in governmental or private sectors.
Because, it is important to grasp the occupational background 
of the students, one must take into account the methodological 
considerations to make a dichotomy between the two sectors, - 
public and private— especially for economic reasons which are 
very important in terms of students' choices, stated by one 
student :
'Since my parents can provide me with the needs , I 
believe that I can follow scientific studies, though 
they require longer time at university' 
(Male : sciences : 16 years).
Overall, the previous table shows that the large proportion of 
Algeria's students have a working class origin which has made a 
good improvement in its position. But it must be noted that 
their percentage increased in all the branches, including 
scientific sections. Indeed, their percentage was 6.6, 5.9,
5.3, 6.8 in science, medicine, arts and law and economics
respectively; and rose sharply to 15.8, 14.3, 14.5 and 14.
The new tendency of enrolments amongst working class students 
can be explained by the help provided by their families and 
social background which influences the structure of the members 
of the group and orients them to the 'essential' branches. This
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orientation -through social influence- means a division of
labour between the members of the same group. Bourdieu and
Passeron have well documented the influence of the social
background in the academic process (Bourdieu and
(5)Passeron: 1979 : 7— 8)
In the Algerian case it might be possible to argue that the 
Algerian university groups different categories which differ in 
the classification of the social hierarchy, because the 
importance of social background varies from one branch to
another and particular cases of success can just be a result 
of '(...) schooling [which] would ostensibly be open to all, 
one's position in the social division of labour could be 
portrayed as the result not of birth, but of one's own efforts 
and t alents' (Bowles : 1977 :139) .
Individual determination is often used as an instrument to 
improve one's social status in society. The situation with
the working class is relevant in this matter,asthey seek a 
better position out of the arts section which undermines their 
'real' talents and abilities. For this, an inquiry into the 
instrumentality of education is needed to understand the 
various orientations held among students.
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2) Education and social mobility
The use of education as an instrument for a career among 
students is, firstly, a consequential result of the 
relationship between academic qualifications and occupational 
hierarchies. Ssecondly, it is the result of the complex 
relationship between education and social status. For this 
reason it is not surprising especially in a country where there
is a démocratisation of education- to find that students make a
\great use of education to satisfy their socio-economic 
aspirations and prospects. For them, education is a determinant 
factor of social 'climbing' in the hierarchy.
A large number of studies have been devoted to the role and the 
significance of education in upward mobility and the 
improvement of one's social status (Boudon: 1977) (Dore:1976).
To begin with this socio-economic aspect of education, it is 
important to question the actors about the concept of 
education and their expectations for the future.(See table 26)
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Almost, all students share the point that education is a 
determinant factor for upward social mobility and the unique 
network through which they can have a degree. Hence, they 
maintain the will to gain a 'diploma', a 'certificate' or a 
'degree', to be key document that opens the door for ' 
florishing' future.
Their will is often subject to many influences that contribute 
in the final decision and consequently are shaping their lives 
according to the factors involved in decision making, because 
expectation change from one social context to another, and 
change according to gender. It is generally the case, for 
instance, that families expect their children to succeed in 
their education and consequently have a good job. One of the 
student has illustrated his family's (parents) expectations in 
the following statement:
'I have to work hard here [the lycee] to help my 
numerous family in the future. Now it is my turn, 
because I have some brothers and sisters who are 
married and cannot help my parents any more. As you 
know after marriage it is selfishness and they come 
to see us just as guests' (Male student: Science:16).
Another student illustrates the point that concerns social 
influences which can be exerted upon coming generations from an 
educational point of view:
'My father expect me to have good results because they 
open a wide opportunity for the future. He keeps giving me 
advices and insists that I must have a good job for my own
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benefit. It is the case for all my brothers and 
sisters' (Male student : Science : 16)
These portraits have been repeated by a large number of
students, mainly males who are the basic and fundamental
elements for parents aspirations, and the crucial yardsticks of 
social evaluation of success and failure. In effect in a 
society like Algeria, which is a masculine society, the place 
and role of men is very different from that of women. For
example when the father is unemployed or dead it is' socially 
unacceptable -in many cases— for a women to go out to work if 
there are any males in the family especially in a rural zone. 
In this respect Kenniche argues that education is the
mainstream of a female's success in social life, but it is also 
the reason for their under-utilisation because they challenge 
masculine potentialities in a masculine society (Kenniche: 
1982: 314-315).
This social analysis of educational relationship penetrates 
the structure of the Algerian family and the mechanism of its 
functioning. It has been revealed that students do get 
enormous help from their parents, siblings and relatives in the 
course of their educational process. This shows that Algerian 
families still maintain relations of kinship and blood ties 
that have been previously described . Indeed, this individual 
identification leads to the common point of view which prevails 
in the society, not only as a characteristic but also as 
pattern of life inspired by basic religious guidelines.
This point will debated later. For the moment, the points which
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must be highlighted are those of education and female 
employment. Education is highly significant in social success 
and determines the place of the individual in the ladder of the 
society through acquiring a certain degree. For them education 
is often -if not always— associated with upward mobility 
because their basic and major concern is the transformation of 
social relations. Moreover, parents see the education of their 
children in the long term as an investment, that they could 
enjoy when they need. In previous findings among officials of 
industrial factories this opinion prevailed among all the 
elements of the sample, arguing that they do their best and are 
willing to do everything possible to see their 'sons' or 
'daughters' 'highly positioned' (Ydroudj: 1984 : 74) .
There is a reciprocity in this type of relationship and the 
will to be at the late arrival of education as testified by the 
statement given by some students:
'If my parents have done something for my education, I 
think that it is my duty to try and do my best in my 
exams. In most cases every student wants to help his 
family for good living. Parents usually place an 
investment in our education. They may devote all their 
abilities for our sake.'
As argued in the previous sections, females' education in some 
regions has not been fully expanded to all social strata, but 
it must be immediately said that it is not due to the shortage 
of institutions. It is the rigid traditions which prevent 
girls from having a normal schooling . It was found that
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out of a total number of 888 girls, in one rural 7 were able to 
reach a higher standard in one rural area (Kennouche: 1982:64) .
Sometimes, female education faces its own limits. Indeed, a 
large majority of women in Algeria are unaware of their 
potentialities. For this reason it must be noted that 'there is 
a negative mentality in our country with respect to the role of 
women; everything conspires to spread the idea of their 
inferiority in various ways. Even women themselves are imbued 
with this age-old attitude [which calls for] an unremitting 
struggle against social prejudice and reactionary beliefs.' 
(Benallegue: 1983:712)
The foregoing statement is from an official source which states 
the situation of Algerian women and tries to get them involved 
in other activities, other than teaching. In this context the 
percentage of women who wish to undertake a career in this 
field is very important compared to that of men. The situation 
cannot be understood out of the social periphery, because the 
self limitation of women is contained in the traditional traits
of the patterns of life.
The psychological impact on the formation of independence of 
female's is not of a single dimension. On the contrary it
affects the whole network of development. The implication which
one can retain is the negative consequences of spending on 
female's education if they are not to exploited to their full 
limit in the economic sectors. However, women aspire to get 
better positions through their education in the society, as men 
d o .
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All the students conceive education as the effective device to 
’b u i l d ’ a good future in terms of social advantage. 'It is a 
tradition in the family to start with arts, because I can 
easily become a lawyer or a solicitor. Sincerely I do not want 
to break a "good" tradition in the family'(Arts student:16).
The researcher has recorded many statements of this kind during 
the interviews. To give other examples:
'For me being a doctor is not very important because I 
know that I can live with a wage of an administrator, but 
my family want me to become a doctor which is needed in 
the family. So, here I am in the science branch carrying 
out my parents w i s h e s ' .
And another example:
'Before I came to this lycee I have discussed the 
different openings with my parents and siblings who are
still at university. It is through this discussion that I
am seriously thinking of following an engineering 
speciality'.
These statements echo the point of view shared between
students,in the four branches of study. Above all, the opinions
held among the actors are contained in the following table that 
illustrates the expectations of students after finishing their 
postgraduate studies:
Table 26: Students' expectations from education
2$6
SectionsExpectation MN SN LN BCH
High
salary 36 39 42 36
Socialadvantages 39 40 43 29
Socialstatus 35 39 43 35
Technicalskills 36 16 19 32
Total 146 139 147 132
' More, one c^ ns-wJe.r-'
The items in the table have been classified by the students in 
order of importance. It is quite clear that the total number of 
students who show an interest in the improvement of their 
skills and abilities, in the future. For instance, there are 
only 19 students in the arts section who really seek a 
technical improvement in their careers, whereas there are 36 
out of 39 in the maths section and 32 out of 37 in biochemistry 
b ranch.
It was surprising that some members of the sample did mention 
their commitment to be involved in the development of the 
country and be associated in the process. This attitude was not 
expected to be found among young students who are still in 
secondary education. This may be due to the new system of 
education which emphasises the technological aspects of 
education. Inkeles' inquiry has revealed the new tendency 
raised among students in developing countries. He argues that
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the emergence of modern men in the Third World is, first and 
foremost, attributed to 'education has often been identified as 
perhaps the most important of the influences moving men away 
from traditionalism towards modernity in developing countries' 
(Inkeles:1970:212).
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Conclusion : Homogenisation of groups or a search for a
status?
The inquiry into the sociological structure of the Algerian 
intellectual stratum and the historical conditions of its
emergence has revealed that the specific social order was 
dislocated by the French presence. As a matter of fact , this 
dislocation had taken various phases ending in the selection of 
local leaders to administer local affairs. Its first phase was 
to control the isolated group of people and implement devices 
of cultural and economic division — through geographical areas, 
such as those 'communes' where elected chiefs were integrated 
in the social process of socialisation similar to that 
prevailing in France.
The second stage consisted of depossessing the masses from 
their land by introducing laws and governmental documents and 
ordonnances whenever considered necessary, because Algeria was 
a colony of settlement and more importantly an economic market 
for the métropole which sought an accumulation of the capital .
Finally, French officials were determined to create cultural 
cleavages and social stratification by implementing a 
schooling system which favoured the local leaders used as 
intermediaries in the domination of the people.
Its principal aim was to educate the masses at a given level of
instruction, and then to small a handful to administer
local affairs. Prior to that period, it should be noted that 
Algeria was a Turkish protectorate that changed into a Turkish
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province providing a financial source for the dominant entity. 
Taxes were taken from Algerians and the relationship between 
the latter and the former was based upon that income to better 
the process of taxe collection. Turks divided the country into 
three beyliks (department) upon which France relied to declare 
Algeria a part of France.
The dynamics of the colonials of social reproduction were not 
easy to implement in the society. Indeed, it faced a local 
hostility and resistance organised in traditional means of 
combat. The emergence of a free school did limit the objectives 
of the colonial schools joined by a minority of Algerians. The 
significance of the role played by the ulema in colonial 
Algeria was enhanced by the support of the people who 
effectively contributed to the financial aspect of the 
traditional educational institutions, starting with mektebs 
and ending with high medrassas.
With the emergence of religious institutions as official 
schools granted the freedom to educate the people, the total 
number of Algerians in the free schools raised to illustrate 
the refusal to join foreign education, with its values and 
attitudes. Consequently the French schools lost their character 
as productive institutions of the French ideology in the local 
community, and they managed to create linguistic differences, 
still existent in the current groups (See table 27) . When 
independence was gained, the contradictions of schools have 
urged the government to proceed to reforms and undertake 
changes in the structure of the curriculums in order to
Table 2?: Scale of spoken languages-
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Sections
Scale
Arts Sciencea
Languages A P E S 0 A P E S 0 J.
I Very good 38 16 19 58 63 12 23 78
Good 5 6 12 56 40 9
y..... . ' " —
Reasonable 18 10 2 13 19 4
Poor 3 13 39 10
11«— i
Very poor 8 3 2 4
Not at all 40
Total 43 43 43 19 116 116 81 41 78
A= Arabic, F= French, E= English, S= Spanish, 0= Other.
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homogenise the social constituency of the schools. However, the 
particularistic features of the latter seem to be in all 
systems and inequalities in education may take different forms.
Although fundamental school is a universal institution that 
does not seek the reproduction of the members of the 
intellectual elite who are reproduced by social mechanisms of 
the division of labour, and school undertake the task to 
maintain them or aggravate them in many ways. In this context, 
for instance the education of girls is very relevant to say
that the place pertaining to that sex is becoming of great
importance in the society.
The constant evolution of girls in the Algerian schools (see 
appendix No 4) demonstrate that the structure of the 
intellectual is probably to be overwhelmed by girls in the 
future, especially if one takes into consideration the drop­
out rate of b o y s .
The competition within school is due to the fact that social 
classes are defined by the existence of differences between 
positions; as argued in the following quotations:
'(...) by situating the difference between the classes 
in the order of successions, the competitive struggle 
establishes a difference which (...) is not only the 
most absolute and unbridgeable (...), but also the 
most unreal and evanescent (...). What the competitive
struggle makes everlasting is not different positions,
but the difference between positions'(Bourdieu and
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Passeron: 1979 : 96) .
The specificity of classes can be defined by many criteria 
including the type of education and the level of instruction 
achieved. The interest of each class is in turn classified 
according to their aspirations and prospects which could 
maintain or ameliorate the social classification of the groups. 
It is important to recall that schools produce different type 
of classes and they could be a real brake on the group which 
does not invest in education.
The model of development in Algeria is defined by the official 
discourse and is supposed to enhance the démocratisation of 
education in its quantitative and qualitative aspect. Indeed, 
with the fundamental school as the major structure the former 
was reached by the massive enrolments in the academic years. 
However, the state cannot control the latter for its paradigms 
are in the hands of those who held the materialistic features 
of culture. The deseguilibrium between the branches of study 
testify to the importance and significance of cultural capital.
Above all, the aim of the new system is to produce a new type 
of workforce which can be able to master new techniques of 
production and modernise them with the available resources. 
Here the full economic function of the school is to be tested 
and evaluated in terms of economic growth and technological 
production.
The fact that this study has dealt with the social 
characteristics of an urban educational structure to uncover
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the peculiar aspects of the Algerian intellectual stratum makes 
it possible to generalise the findings to urban schools,for the 
social structure of cities do not display differences in the 
sociological structure. The research lacks the grounds of 
sociological comparison between rural and urban schools, but it 
must be immediately said that the basis of comparison are the 
social mechanisms that rule the mechanisms of each region and 
not religion as is often argued.
Henceforth, sociological inquiry into this particular field is 
recommended to discuss the social reproduction and its basic 
rules in rural schools, for they are also structured in 
different ways and have their own mechanisms
(Kennouche: 1982 :13— 15) . The significance of schools for the 
society is very relevant to understand the mutifarious dynamics 
of different classes' interests.
The specificity of the fundamental school to eradicate social 
differences is also an area of study that needs further 
investigation and analysis, because in the next few years the 
first product of the fundamental school will be at university 
or practising as cadres in the industrial enterprises. Thus, to 
examine the official discourse researchers may find an adequate 
ground for sociological inquiry and empirical research.
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Notes
(1) See chart of fundamental school.
(2) For a detailed statistical description of female education 
refer to appendix 4.
(3) Details about women's contribution in the revolution can be 
found in Benallegue (1983).
(4) In effect there only two studies dealing in detail with 
the structure of the Algerian working class Bourdieu (1963), 
Glasman and Kremer (1977). The latter is an inquiry into the 
Algerian intellectual stratum
(5) In another instance, Bourdieu and Boltanski have presented 
the sociological paradigms of influences exerted in the 
different milieus, like 'modern' and 'traditional', 'open' and 
■closed', 'small' and 'large' etc... (Bourdieu and
Boltanski: 1976 : 39—55) .
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Table 7î Dlatrlbutlon of Algerian otxidents at the univeraity of Al&lero 
between 1915-62 (I6).
Sections
Years Arts - Lav
Medicine&Pharmacy Science Total
%
Algerians
Total
students
1915-16 24 4 7 4 39 9 .2 422
1916-17 37 10 6 8 61 12.7 479
1917-ia 21 16 14 IQ 61 9 675
I9I3-I9 25 9 2 5 41 4 .7 866
1919-20 a a 15 2 X7a 1.2 I 428
1920-21 17 16 10 4 47 3.3 I 414
1921-22 27 22 8 5 62 4.3 I 426
1922-23 40 38 II 3 92 6 I 552
1923-24 6 23 9 5 45 2,8 I 468
1924-25 33. 21 a ■ 4 66 4 .1 I 592
1925-26 34 15 12 5 64 3.9 I 663
1926-27 34 31 10 9 84 4.9 I 720
1927-26 21 22 14 15 72 3.9 I 854
1923-29 38 22 II a 79 4.2 I 654
1929-30 39 31 13 14 97 4.8 2 013
1930-31 55 30 13 14 92 4.5 2 013
1931-32 41 27 13 9 90 4 2 200
1932-33 40 44 13 6 103 3.9 2 622
1933-34 47 40 13 10 no 3.9 2 659
1934-35 41 36 18 7 102 4 2 555
1935-36 40 25 9 20 94 4.1 2 258
1936-37 47 29 8 27a Illb 5 .2 2 103
1937-33 40 22 22 10 94c 4.2 2 248
1)38-39 544 I2d 23d I3d I02d 4.7 2 155
Table 7 (a); Distribution of Algerian students according to sections 
and saxes. (l4 a)
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Sections
Years
Arts Law heaicine&
Pharmacy
Sciences Total Boys Girls %Alger­
ians
Total
students
1939-40 35 14 30 10 89 89 0 4-7 I 866
1940-41 43 15 67 22 14? 135 12 3.9 3 733
1941-42 43 12 74 19 148 140 8 3 .9 3 879
1942-43 35 17 80 12 144 143 I 4.4 3 212
1943-44 35 l6^ . 107 31 189 173 16 5.4 3 476
1944-45 60 23 . 102 44 229 213 16 5.5 4 128
1945-46 52 91 185 52 360 531 29 7 .2 4 978
1940-47 51 61 74 41 227 203 24 4.8 4 702
1947-48 59 74 92 38 263 231 32 5 .7 4 558
1948-49 62 102 84 34 282 251 31 6 4 0)9
1949-50 8Ia 85a I05a 35a 306a 26 2a 44a 6 .3 4 853
1950-51 117 150 71 48 386 355 31 8.8 4 346
1951-52 122 14a 109 63 442 408 34 9 4 913
1952-53 199 IBI 115 81 572 539 35 10.4 5 478
1953-54 165 179 lOI 62 513 489 24 9 .9 5 149
1954-55 188 196 123 82 569b 53a 51 II.4 5 172
1955-56 260 193 128 103 684b 617 67 13 5 19a
1956-57 106 91 17 53 267b 245 22 5.6 4 700
1957-58 168 I6l 71 51 42Ib 370 51 8 .7 4 815
1958-59 127 243 59 lOI 530c 472 58 9-7 5 454
1959-60 243 276 100 195 8I4c 701 .113 12.4 6 553
1960-61 449 420 150 271
c
I 317 I 145 172 18.1 7 248
1961-62
c
1 372
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jGrapb 1 mid 2; Algerian students registered at the d i v e r s i t y  of ■ Algiers in science and ledicine and pharmacy between 1915-65^Number oF Algerians
In5 tCo
o: ui ua
XCO
Algerians in Science studies.
a
248
Nuber oP Algerians in Literature studies
_ Xcn
Number oF Algerians in Law studi es.
IC U1
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X
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Graph 5 aad 6: Total Dumber of students and number o f  Algeriansregistered at tbe university of Algiers between 1915-62.
Total number oF students.
N> W
Number oF students
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n I. 7 and 8* Difference in enrolments between boys and girls andbotween Algerians andJuropeans.
OiFFerence between sexes.
tû cr 
“  £
2. 1'
f—%C U3
DiFFerence oF enrollments.
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Graph 9 and IO:AI$erian boys aad girls registered at the university of Algiers between 1938-60.
Number oF boys
X
Number oF girls.
Appendix No 2
TabloIQ; Evolution of educational establishments since I966 to 1368.
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Years
Type
Annexes of
fundamental
school
Rooms
utilised
Fundamental
schools
General
education
colleges
Technical
education
colleges
1966-87 4 266 - 427 52 7 •
1967-68 4 581 - 454 56 7
1968-69 5 075 - 478 56 7
1969-70 5 203 - 502 60 7
1970-71 6 467 - 519 65 7
1971-72 6 507 - 550 65 8
1972-75 6 990 55 M 5 540 78 8
1975-74 7 576 36 462 545 84 9
1974-75 7 794 40 476 569 97 17
1975-76 7 793 45 655 584 105 17
1976-77 8 192 45 901 664 125 17
1977-78 8 580 48 029 768 156 19
1978-79 8 6 56 50 790 812 159 22
1979-80 9 034 52 804 873 185 25
1980-81 9 263 50 160 952 205 25
1981-82 9 599 59 029 1 036 222 24
1982-83 9 664 62 627 1 181 248 24
1985-84 10 266 66 805 I 267 286 35
1984-85 10 588 70 428 I 388 309 44
1985-86 11 144 74 561 1.561 342 73
1966-87 u  427 78 264 1 747 585 96
1987-88 11 843 81 511 I 929 440 110
25)
Graph 10 and 11: Total number of pupils in primary education 1963-76.
Total number oF pupils 1st & 2nd cycles
Total number oF pupils 3rd cycle
2 5 4
il and 12: Total number of pupils In primary education 1977-8 8 .
Pupils in 1st and 2nd cycles
Pupils in 3rd cycle
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Graph 13 and 14: ... Total nuiber of students in general secondary 
‘education I9fi4-8J,
General secondary education.
General secondary education
Craoh 15 and 16; Total number of students In technical secondary education 1964-88. j e c h n i c a L  e d u c a t i o n
Technical education
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Table No 28 Siblings' occupation
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Section
Sibling
MN SN Arts BCH
M F M F M F M F
PupiIs 39 29 56 57 52 48 55 45
Students 11 13 10 11 9 12 10 10
Cadres 12 14 11 4 - 6 14 10
Labourers 4 5 3 2 5 3 2 -
Liberals 3 1 4 1 3 5 3 2
Teachers 2 5 - 6 4 2 2 6
Employees 3 6 3 4 2 7 4 3
Other 2 7 - 5 3 6 4 6
Table No 29 Siblings' studies in higher education
Section Siblings' 
educ
MN SN Arts BCH
M F M F M F M F
Medicine Vet fit Dent
3 4 6 5 1 — 3 4
Technology - 2 - 3 - 1 1 3
Engin e e r . 2 — 1 - 1 2 4 2
Law fitPoli . 
studies
2 — 1 — 5 7 — —
Economics 1 2 - 2 - - 1 1
Social
Sciences
1 2 — 1 2 2 1 —
Total 11 13 10 11 9 12 10 10
Table 50 • Doi yfflux^ p^arents help you?
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Sections
Subjects m SN LN BCH
Scale N 0 A . N 0 A N 0 A N 0 A
Maths II 19 9 16 10 14 22 15 6 17 15 5
Sciences 17 20 2 19 9 12 54 9 — -.7 15 15
Physics 6 . 26 7 9 20 II 45 - - II 16 10
Chemistry 20 18 I 19 9 12 59 4 — 9 26 2
Literature 25 7 9 19 17 5 II 20 12 17 15 7
Philosophy 57 2 II 52
His - Geo 22 17 54 6 17 17 9 50 6 I
Languages IQ 20 9 20 10 10 15 25 5 17 — 7
Religion II 20 8 22 9 9 9 26 a 25 5 7
Other 52 5 5 25 9 8 - — 25 5 9
N= Never , 0= Often , A= Always.
Table No 31 What do you do in your free time?
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Section
Hobbies MN% SN% Arts% BCH%
Stay at home 4.4 7.54 8.17
—
Help in house work 6.28 9.43 8.8 6.28
Visitfriends 9 .43 16.98 11.94 7.54
Homework 13.83 22.01 13.2 21.38
Watch TV 19 .49 18.23 23.89 18.23
Other 14.46 11.94 16.35 9.43
Hone. one c^nSWer
Appendix No 4
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Graph 17 and 16: Evolution of the nujri>er of girls in primary education1962-76.
Female education 1st and 2nd cycles.
X
Female education 3rd cycle
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Graph 19 and 20: Evolution of the number of gils in primary education 1977-S8. Female education in 1st & 2nd cycla.
X
Female education 3rd cycle
a
s
si
s
s
a
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Graph 21 and 22: Total n w b e r  of girls in general secondary education - - - -  1964-88.
Females in general secondary education
Girls in general secondary education
2 6 )
Girls in technical Total jwiber of girls in technical secondary education 1964-88. _
secondary educationGraph 23 and 24
Girls in technical secondary education.
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Graph 25 and 26: Total number of boys in general secondary education1963-86.
Boys in general secondary education
Boys in general secondary education
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Graph 27 and 2S: Total nusber of boys in technical secondary education. 1963-88.
Boys in technical secondary education
2* - <
W
Boys in technical secondary education
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Graph 29 and 30: Evolution of the nuiter of hoys in primary education■ 1962-76.
Boys in primary education 1st & 2nd
Number oF boys in 3rd cycle
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• 31 and 32: Evolution of tbe number of boys In primary education 11977-88.
number oF boys in 1st & 2nd cycle.
a
s
Number oF boys in 3rd cycle
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Questionaire
1) In which grade are you this year?
2) In which school \ college were you last year?
If you have changed school is it because:
a- you have been admitted to a higher grade, 
b- you did not like your former school, c- your family wanted you to change, d- other (please specify)...
3) Which exam are you preparing this year?
a- admission to next grade, 
b- Baccalauréat.
4) In which branch are?
a- m a t h s , b- sciences, c-lettres (arts),
5) Did you choose this branch yourself?
a- yes, 
b- n o .
6) What languages do you speak?
V . we 11 Well Reasonable V ,poor Poor Do not
Arabic
French
English
Other
7) When did you start your education?
a- at 5, 
b- at 6, c- after 6.
8) Did you attend any religious school before your schooling?
a- yes, b— n o .
9) How long did you stay'
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a- less than one year,b- one year,c- more than one year.
10) Sex
a- male, b- female.
11) Date of birth ( indicate the month and the year )
12) Place of birth (indicate exact town ).
13) Do you live in :
a— h o u s e , b- flat, c— villa, d- other.
14) Do your parents own the habitation?
a- yes, b- no,c- do not know.
15) Do you live with your parents?
a- yes, b- n o .
16) How many (if any) siblings you have?
a- brothers, b- sisters.
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17) Indicate in the table below your siblings grades at school college or university:
Siblings Age Institution Grade Section
Brothers
Siblings
18) In the next table can you indicate your siblings (if any) occupations :
Siblings Age Occupation Institution
Brothers
Sisters
19) Are they still living with your parents?
a- yes, 
b- n o .
20) What is your father's job?
21) Where does (did) he work? Give exact name of company
22) What is your father's level of education? 
a- illiterate,
b- know reading and writing, c- primary, d- average, e- secondary, f~ higher,
g- technical training, h- other.
23) What is your mother's job? Give last job.
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24) Where does (did) she work?
25) What is your mother's level of education? 
a- illiterate,
b- know reading and writing, c- primary, d- average, e- secondary, 
f- higher,g- technical training, 
h— other.
26) Are your parents :
a- living together, b- divirced, c- separated.
27) What job are planning to get in the fututre?
28) Do you you can get it?
a- because you will carry on studying, b- your parents will help you, c- it does not request special level, d- anybody can do it, e- other, please specify.
29) What do you expect from your future job?
a- good salary,b- social advantages,c— improve my technical skills,d- more opportunities for a good career,e- improve my social status,
f- other, please specify.
30) Do you think that your course prepare you to cope with thefuture job?
a- yes, b- n o ,c- do not know.
31) In both cases could say how and why?
32) Has your college taken you on visit to any administration
or working institution?
a- yes, 
b- n o .
33) Have you written to any training company?
2.7)
a- yes,b— n o .
If yes, did you write 
a- once, b- twice,c- more than twice.
If noa- do you intend to do it, 
b- you are interested to get training, c- you want to continue your studies? d- other, specify.
34) Have you ever stayed down for a year in your studies?
a- yes, \b- n o .
In both cases can say why by ticking the appropriate boxes?
Insufficient marks Good marks
Problems of understanding My parents help me
Not taking extra courses Taking extra courses
Advanced courses Interesting courses
My parents do not help me Good understanding
Lack of equipment Good equipment
Inhelpfull staff Helpful 1 staff
Dislike studying I like studying
I want to get a job Not interested in work
35) If yes to the previous question, do feel that you needextra courses?
a- yes, b- no,
c— do not know.
36) Do your parents help you in your home work?
a- often, b- always, c— never.
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37) If your parents help you can you say in which subjects?
Subj ects Often Always Never
Maths
Natural sciences
Physics
Chemistry
Arts
Philosophy
History—Geography
Re 1igion
38) If your parents do not help you is it because;
a- they are illiterate, b- they pay you extra lessons, c- they both work,d- they do not care about my future, e- they are confident, 
f- other.
39) If you get through the Bac what is the discipline that youmost probably going to register in?
a- medical sciences,b— technology,
c- pure sciences,d— social sciences,e— law and economic studies,
f— other.
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Could you say why you are going to register in that branch?
My parents want me to My parents do not want
I want to do it I do not want to do it
Some of my family did it Nobody did it before
The country needs it The country does not
I want to carry on sstudy I want to work
It has good perspectives No prospects
My Bac allows me to My Bac does not
40) Have an idea about the subjects of the future discipline?
41) Did you get the informations from:
a- your parents, 
b- in class, c- your friends, d— personal search.
42) Do your parents advise you about any particular job?
a- yes, b- no.
43) If you are still at college is it because;
a- you want to go on higher education, b- you cannot get a job at this stage, c- your parents want you to study, 
d- your parents are educated, e- your parents are not educated, f- your friends are at the same college, g- you do not want to stay at home, h- other, please specify./
44) If you find a job at thsi stage would leave college?
a- yes, 
b- no,
c- do not know, d- no response.
45) If yes , would you leave college because;
a- you do not want to continue your studies, b- you are interested in money, 
c- your family want you to work, d- you do not mind doing a manual job.
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e- other, please specify.
46) Are your parents member of the pupils association?
a- yes, 
b- no,c- do not know.
47) Could say in few words what do you do after college?
48) Do your parents intervene in selecting your friends?
a- yes, 
b— n o .
If yes has this interference influenced your choices? 
a- yes, 
b- n o .
49) Are your friends :
a- generally from the same social standard, 
b- higher social standard, c— lower social standard.
50) If you feel that there is something to say, please feel
free to do so.
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